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Abstract
Adult Learners are no longer a minority population in the higher education landscape in the United
States. They enter and re-enter technical and community colleges with a vast array of experiences
and are often influenced by their Extra-Institutional Bonded Social Networks (EIBSN) which are
identified in this research as: Family, Friends, Work, Community, and Religious/Spiritual. The
college student’s academic journey is outlined in three major phases, what are identified in this
research as: Entry/Re-Entry, Persistence, and Transfer/Graduation. This study researches the social
impacts of the five identified EIBSN at each of the three phases and is underpinned by several
theorists’ seminal and foundational literature, laying the conceptual framework and informing the
research methodology. This study is a predominantly qualitative study with quantitative supports .
Transcendental Phenomenology brackets out the Adult Learner’s experiences through a collective
case study, as all participants share identifiers of Adult Learners, attending the same institutio n,
and attending in the same five-year window before COVID-19. Inductive coding of transcribed
interviews sets the stage for the convergence/divergence analysis, which identifies common,
positive experiences amongst the Adult Learners. A summary of these findings will inform
recommendations to student and academic affairs personnel at technical and community colleges
to affect positive change for the Adult Learner experience, thus increasing retention and
completion of academic goals.
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Chapter 1
Introduction and Problem Statement
The problem this dissertation seeks to address is the existing body of knowledge and
research centered around social impacts on Adult Learners focuses on institutional socialization
and supports and oftentimes delimitates data collection or research focused on the extrainstitutional bonded social networks that exist within the lives of Adult Learners (Sriram et al.,
2020). There exists robust research and literature on social integration and the socialization of
students for the sake of retention and persistence, however, these studies center around programs,
policies, and procedures that live at the institution (Sriram et al., 2020). This study will explore
the social supports for the Adult Learner (referred to as Extra-Institutional Bonded Social
Networks, as these networks live outside of the institution); their influence on the decision of the
Adult Learner to Enter/Re-Enter college, Persist (stay registered in classes), maintain
Satisfactory Academic Progress, and complete degree/program requirements to Transfer or
Graduate. This study will make recommendations for key stakeholders at the college, specifically
Student Affairs and Academic Affairs, in order to positively impact the Adult Learner experience
through equity-based intervention.
Background of the Problem
The advent of the modern [residential] college in the 21st century can be traced back to
the early 20th century, particularly in the 1920s-1940s. College life, and America’s fascination
and romantic perceptions of the college experience, drove up student (predominantly White
male) enrollment (Thelin, 2019, p. 205). With an increasing number of these students, who
ranged in age from 17-22 years old, and fully immersing themselves in the college experience
living accommodations had to be updated, expanded upon, and built anew. With the increase in a
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residential student population, came an entire subculture of the college campus, known today as
Residential Life. There was, however, a subset of the undergraduate student population who, for
a variety of reasons, came onto the college campus at odd times of the day, oftentimes arriving
hours before their classes started, departing campus well after class commenced, and carried
their entire portfolio of course work in briefcases (Thelin, 2019, p. 244). They were looked down
upon by their fellow residential colleagues as anti-intellectual, thus marginalizing them from the
campus community (Thelin, 2019, p. 224). Adult Learners in the 1920s-1940s dealt with
marginalization and lack of inclusion in general that traditional student experiences, be it clubs,
organizations, sports, and sub-groups that emerged within the residence halls (Thelin, 2019).
Adult Learners did not fit within the traditional collegial lifestyle that is optimal for the
traditionally-aged college student living on a college campus. Over the last 100 years, economic
and cultural shifts have made the college campus for Adult Learners a more accessible and
affirming learning environment (Ritt, 2008).
The technical and community college environment, sometimes known as vocational
colleges, community colleges, technical colleges, and junior colleges; traces its history within the
higher education landscape as a response to the lack of accessibility (both socially and
geographically) for non-privileged students (Drury, 2003). Land grant institutions, the ivy
league, and state universities, then developed as teacher preparatory colleges called Normal
Schools, afforded rural populations; historically underrepresented and marginalized populations;
or those who did not come from a place of privilege to pursue opportunities outside of a family
business (Astin, 1975; Bean & Metzner, 1985; Drury, 2003; Renn & Reason; 2021). These
schools came to prominence in the late 19th century and were fueled by a growing demand for
skilled labor at the advent of the Industrial Revolution (Drury, 2003). Programs were affordable,
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designed to be integrated with high schools, often not incurring any financial cost to the students,
and had a quick time to an earned credential relative to the state colleges and universities (Drury,
2003).
Adult Learners represent approximately 40% of all students that enroll as undergraduates
at both technical and community colleges and universities (Chen, 2017; Hittepole, 2019; Markle,
2015). 58% of Adult Learners work part and full-time jobs and one (1) out of every four (4) raise
children (EAB, 2019). Additionally, with the advent of COVID-19, Adult Learners absorb an
increase in personal responsibility and the need to balance their commitment to education,
keeping it at the forefront of their priorities, namely with children and work (Dill, 2020). 65% of
the jobs in 2020 required some sort of post-secondary education (Bowers & Bergman, 2016).
The research questions ascertain the impacts of extra-institutional social bonded
networks’ influence on the Adult Learners’ decision to matriculate and persist towards
completion. This section will focus on Adult Learners who have affirming and supportive social
networks during matriculation (Entry and Re-Entry) and Persistence. Adult Learner’s established
social structure can be, but are not limited to: parents, spouse, dependents [children], close
friends, and an off-campus employer (Bean & Metzner, 1985, p. 504). In several studies, a
parent’s encouragement toward the student’s attendance was positively related to persistence
(Bean & Metzner, 1985, p. 504). Students who had established nuclear families considered the
reaction to their college attendance to be an essential aspect of satisfaction with their college
experience (Bean & Metzner, 1985, p. 505). Close friends who do not attend the same institution
as the Adult Learners are often retained by the student while attending the institution (Bean &
Metzner, 1985, p. 505). While it has been established that socialization with peers, as classmates,
at the institution of attendance for Adult Learners are essential for a sense of belongingness and
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persistence, associations with peers who are not students can be just as important as the attitudes
of [close friends] can influence integration into the college, achievement goals, and persistence
(Bean & Metzner, 1985, p. 505). These institutional supports are noteworthy but are not the
focus of this study. Close, non-attending peers (close friends) have been shown to be influential,
as the discouragement of alternatives of Entry/Re-Entry to an institution of higher learning was
positively related to student persistence (Bean & Metzner, 1985, p. 505). Employers have also
been shown to influence the persistence of Adult Learners (Bean & Metzner, 1985). Spady
(1970) and Tinto (1975) proposed two models which supported outside encouragement. This
model replaces normative support as the more important established support structure for Adult
Learners. Normative Support is defined as support from various levels at the higher education
institution (i.e. administration, teaching faculty, and peers).
Purpose of the Study
The purpose of this study is to determine the most formative extra-institutional bonded
social network (EIBSN) support for the Adult Learner at a public, mid-western technical and
community college. The basis for this selection will be determined by the top three (3) most
prevalent EIBSNs affecting the population surveyed at each of the three (3) stages of the
student’s journey. The objectives of this study are to determine what EIBSNs are most prevalent
in the Adult Student’s decision to matriculate (Enter/Re-Enter), Persist, and Transfer/Graduate
from a public, mid-western, technical and community college; to better understand the most
prevalent EIBSN by conducting interviews through nine (9) individual interviews; and to
leverage data to inform key institutional personnel, namely Student Affairs and Academic
Affairs, to close a support gap if any exist, amongst adult learners by applying an equity lens for
individualized supports, thus mitigating attrition for the Adult Learner. There is an identified
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need to conduct research about the impacts of these EIBSNs on Adult Learners at technical and
community colleges (Anderson, 1981; Bean & Metzner, 1985) thus adding to the existing body
of literature.
Population and Sample
The population for this study is Adult Learners at a public, mid-western public technical
and community college who meet one or more of the following criteria: 25 years of age or older,
married, has human dependents, is financially independent of a parent/guardian, are returning to
higher education after they have begun post-secondary education after high school, took at least
a one-year break in academia, and are now seeking re-entry, and/or has veteran status (Capps,
2012; EAB, 2019; Kasworm, 2018). The sample size will be composed of Adult Students
meeting this criterion/a will be sent the survey via email from the Researcher.
Significance of the Study
Adult Learners are now in the majority of undergraduate student enrollment, yet they
remain a “marginalized majority” (Monaghan, 2020, p. 403). The significance of this study
approaches data collection by leveraging qualitative methodology. Survey research quantifies
and contextualizes the scope of the Adult Learner population and sample size by identifying the
most formative EIBSNs. The qualitative aspects of this research leverage interviews as the data
collection method to better inform key stakeholders at the public, mid-western, technical and
community college about equity gaps Adult Learners face from their EIBSNs.
Research Questions
R1 - What are the most formative extra-institutional social bonded networks on an Adult
Learner’s decision to enter or reenter college?

15
R1a - How do the attitudes and dispositions of the members of the extrainstitutional social bonded networks play into the decision of the Adult Learner to enter or
reenter college?
R2 - What are the most formative extra-institutional bonded social networks on an Adult
Learner’s persistence?
R2a- How do the attitudes and dispositions of the members of the extra
institutional social bonded networks play into Adult Learner’s persistence?
R3 – What are the most formative extra-institutional bonded social networks during an
Adult Learner’s transfer or graduation?
R3a – If an Adult Learner did not transfer to an institution of their choice or
graduate with their credential, what was the cause and outcome?
Conceptual Framework
Social Capital
Several theoretical frameworks make up the conceptual framework that underpins this
study. Exposito and Bernheimer (2012) explored Bourdieu’s (1999) theories on Cultural and
Social Capital. For the sake of this study, only the Social Capital from Bourdieu (1999) will be
explored, as this study focuses on the EIBSNs impacting Adult Learners. Exposito and
Bernheimer (2012) paraphrase Bourdieu’s Social Capital as “networks that enhance an
individuals’ knowledge” (Exposito & Bernheimer, 2012, p. 180). Bourdieu’s (1999) theory on
Cultural Capital is delimitated from this study, as Cultural Capital centers on “...the skills,
education, and knowledge that afford individuals entry into the job market and a higher level of
economic mobility” (Exposito & Bernheimer, 2021, p. 180). The Social Capital Theoretical
Framework from Bourdieu (1999) is further broken down by Grenfell (2004) into two (2)
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different types of social networks: Bridging Social Networks, which are contextualized by
heterogeneous groups; and Bonding Social Networks, which are contextualized by homogenous
groups. Exposito and Bernheimer (2012) state that [Adult Learners]
...often live within Bonded Social Networks that have tight links to
family, friends, racial, cultural, and linguistic communities. These
networks support and sustain the [Adult Students’] identity through
close ties to loved ones and the environments that reflect similar
racial, cultural, and ethnic [identities].
Narrative/Storytelling, leveraged by Exposito and Bernheimer (2012), justifies qualitative
methodology, as it drove qualitative data collection for their study of [Adult Learners] by tying
previous experiences with their Bonded Social Networks to their new Bridged Social Networks
at the student’s technical and community college. This yielded empirical data that drove shifts in
curriculum design and the classroom as a learning environment more welcoming and affirming
of the lived experiences of [Adult Learners].
Role Theory
Another theoretical framework underpinning this study is Role Theory, which comes
from Goode’s (1960) Theory of Role Strain. Role Strain, and by extension Role Theory, explores
[Adult Learners’] allocation of time, energy, and capital within the various facets of their lives
(Sallee, 2015). Adult Learners take on many roles in life in addition to being a student. When a
student chooses to matriculate (Enter/Re-Enter); time, energy, and capital that was otherwise
allocated to being a parent, in the workforce, a caretaker for at-risk people, is now in conflict
(Sallee, 2015). Sallee (2015) cites Goode (1960) in that [Adult Learners] can use four (4)
strategies for reflection and resolution of Role Strain. Compartmentalization is where an Adult
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Learner will focus all attention on one academic task, leaving other roles unfulfilled for a
duration of time. Delegation is where Adult Learners will seek the assistance of others in their
Bonded Social Network to temporarily alleviate responsibilities of other roles. Elimination is
where the Adult Learner cuts the responsibilities of a role out entirely. Lastly, Role Extension is
where an Adult Learner takes on even more responsibility, often because they fear
disappointment, resentment, or the adverse consequences of failing to live up to the performance
outcomes in their other roles prior to entering school (Sallee, 2015).
Conceptual Model of Nontraditional Student Attrition

Figure 1
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Bean and Metzner (1985) formulated a model which visually depicts (Figure 1) the
journey of a Nontraditional Student (called ‘Adult Learners’ in this study). The model begins by
outlining the background and defining variables of the Adult Learner. These defining variables
are listed as age, enrollment status, residence (all participants in this study will have had offcampus housing), educational goals, high school performance, ethnicity, and gender. From there,
students can arrive at dropout in varied ways.
The Environmental Variables are applicable to this study, as they are listed as being
finances, hours of employment, outside (the institution) encouragement, family responsibilities,
and opportunity to transfer. This study is researching the impacts of Extra-Institutional Bonded
Social Networks and their impacts on the decision of the Adult Learner to enter or re-enter
college and persist towards the completion of a higher education credential. The three (3)
variables named in ‘Environmental Factors’ are: hours of employment, outside encouragement,
and family are most pertinent to this study, as finances are not within a Bonded Social Network
and the Opportunity to Transfer is a variable that lives within the purview of the institution and is
thus not an Extra-Institutional Bonded Social Network.
From these three (3) Environmental Factors, the Direct Effects lead to Academic
Outcomes, Psychological Outcomes, or the Intent to Leave. Bean and Metzner (1985) further
denote a “Direct Effect Presumed Most Important” for each step in their model. The ‘Most
Important’ for Environmental Factors is a direct path to dropout, as the variables listed here can
be impactful enough to cause dropout without having to pass through Academic, Psychological,
or the intermediate step of considering to dropout. Bean and Metzner (1985) further state that
“students who are encouraged to remain in school by family and employers will probably do so
despite poor academic advising or uncertainty of major” (Bean & Metzner, 1985, p. 492).
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Outside Encouragement
Further investigation of Outside Encouragement as a function of an Environmental
Variable within the Attrition model by Bean and Metzner (1985) yields that it is composed of
“parents or spouse, close friends, and an off-campus employer” (Bean & Metzner, 1985, p. 504).
This is influential in shaping how extra-institutional bonded social networks are categorized for
this study.
Parental or Spousal Encouragement. Bean and Metzner (1985) take into account
whether a student is married or not, thus making the assumption that if an Adult Learner is not
married, parents (or guardians) will take the role of the influential variable over what would
otherwise be ascribed to a spouse. Parental encouragement has a positive correlation with a
student’s persistence. Family reactions to the decision to enter college have also been identified
as an important aspect of the Adult Learner’s college experience (Chickering, 1974). Since this
particular study by Bean and Metzner (1985) cites research ranging from the 1960s-1980s, any
research about spouses conducted is through a strait, cis-binary lens, and breaks its subjects into
‘men’ and ‘women,’ respectively. Thus, any spouses within the cited research of Bean and
Metzner (1985) have women married to men, and vice versa. With this, Bean and Metzner
(1985) cite that older-female’s (Adult Learners’) husbands who “provided less functional help”
(Bean and Metzner, 1985; McGivney, 2004) were far less likely to persist over women whose
husbands were supportive.
Close Friends’ Encouragement. Several studies cited by Bean and Metzner (1985)
identified [Adult Learners’] close friends having an impact on Adult Learner persistence (Bean
and Metzner, 1985, p. 505). All participants surveyed at the public, mid-western technical and
community college are categorized as Commuter Students, as the college where data collection is
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taking place has no on-campus housing. Adult Learners who attend college will often retain
friendships with close friends, even if those close friends do not attend the same college, thus
positioning the close friends who do not attend the same college as the Adult Learner, as an
influential extra-institutional bonded social support (Bean & Metzner, 1985; Chickering, 1974;).
Close Friends, as a variable within the Theoretical Framework of College Student Attrition
(Bean & Metzner, 1985), have shown a positive correlation and their impacts on college
persistence, between discouraging non-college paths and activities (Anderson, 1981, p. 5).
Extra-Institutional Employment Encouragement. Employment off-campus has
profound and pragmatic impacts on the Adult Learner’s entry and persistence via adjustments in
work schedules (Bean & Metzner, 1985). As of the time of Bean and Metzner’s study (1985),
there was no significant correlation found between “an employer’s encouragement of a[n] [Adult
Learners’] college student attendance and persistence in college (Bean & Metzner, 1985).
The Researcher of this study, as well as the authors of the reviewed literature, affirm the
existence of institutional supports and their positive effects on the persistence of Adult Learners.
This study delimitates the institutional supports to address the gap in the literature surrounding
Adult Learner’s extra-institutional bonded social networks. External encouragement is more
impactful on Adult Learners than institutional encouragements because of their established
context within the lives of the Adult Learner. Peers, friends, family, and employers are largely
external to the institution (Bean & Metzner, 1985, p. 506).
Limitations/Delimitations/Assumptions
Anticipated delimitations within this study are potential bias from the researcher in
electing to conduct the research at a public, mid-western technical and community college, as
these colleges typically have more accessible programs for Adult Learners and are often a
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preferred choice of returning learners over a four-year institution (McGivney, 2004; Thelin,
2019). Another anticipated limitation is lower responses because of fewer eligible students to
participate in the data collection. Higher numbers in data collection yield increase validity in the
data. Another delimitation is the lack of saturation within this study. This study is an
Ethnography which lends itself to aspiring for a saturation point. Saturation is used in qualitative
research when enough data has been collected to develop a robust understanding of the
phenomenon (Islam & Aldaihani, 2022). It is the measure that determines when no more relevant
data can be discovered and redundancy in findings repeats itself (Islam & Aldaihani, 2022).
Saturation is delimitated in this study, as there exists time constraints with completing the study.
The researcher seeks to conduct future research within all of the EISBN for Adult Learners,
cultivating more in-depth data, and research parameters for Adult Learners.
Anticipated limitations are inherent to the method and design used, which the researcher
has no control over, such as bias. In contrast, delimitations are things over which the researcher
has control, such as the location of the study.
An assumption about this study is that Adult Learners’ persistence and graduation are
intrinsically linked with the attitudes and supports of their extra-institutional bonded social
networks. This assumption also precludes the possibility of the Adult Learner being unaffected
by a lack of support by their extra-institutional bonded social network.
Definition of Terms
Adult Learners. This term encapsulates the sample size and population of this study.
This group of students are undergraduates at a two-year, public, mid-western, technical and
community college. Adult Learners meet one or more of the following criteria: 25 years of age or
older, is married or has a formally recognized partners, has human dependents, is financially
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independent of a parents/guardians, are returning to higher education after they have begun
school after high school, took at least a one-year break in academia, are now seeking re-entry,
and/or has veteran status.
Extra-Institutional Bonded Social Networks. This term describes the social networks
and groups that are present within the life of the Adult Learner that are not explicitly affiliated
with the college environment. Examples of extra-institutional bonded social networks include
family, close friends, romantic partners, place of work/career, faith-based/community
organizations in which the Adult Learner invests a significant portion of their life. It is these
bonded networks that the Adult Learner participants will be sharing information about.
Entry/Re-Entry. This term describes the first of the three (3) phases of the Adult
Learner’s academic journey. Activities within this phase include, sharing with a member of an
EIBSN that there is a desire to start college, completion of an admissions application, and
attending an orientation day.
Persistence. This term is used to describe a college student’s progress towards earning a
higher education credential (e.g., certificate, diploma, or degree). Persistence additionally
describes continuous enrollment and course completion in consecutive semesters from the time
they begin their first class to the time they graduate. (For students who are transferring prior to
completing a transfer pathway program or Associates of Arts, are considered, for the purposes of
this study, to have successfully completed their time at the institution).
Transfer/Graduation. This third phase of the student’s journey is when a student is
preparing for what comes after their time in college. Students may be preparing for entry into
another school, at which time they see what coursework can transfer. They may be preparing for
graduation and entry into the workforce.
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Summary
Adult Learners are a diverse group of students whose EIBSN and responsibilities outside
of school affect their decision to Enter/Re-Enter post-secondary education. More Adult Learners
select technical and community college environments over university environments due to cost,
location, admissions criteria, duration of programming, and times when programming is offered.
Adult Learners take into consideration their roles within their established lives and balance
where their time and energy are allocated. Taking on school requires Adult Learners to
reallocate, redistribute, or relinquish existing responsibilities in order to persist towards their
academic goal. This places additional responsibilities on EIBSN who have a formative role
within the Adult Learner’s life. With positive support from EIBSN, Adult Learners are often
more persistent than their traditionally aged colleagues.
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Chapter 2: Review of the Literature
Search Terms and Process
A review of the literature was conducted leveraging a variety of databases for peerreviewed literature, dissertations, and presentations. Doctoral coursework text and supplemental
readings served as starting points to further explore Adult Leaners and their Extra-Institutional
Bonded-Social Networks within a public, mid-western technical and community college.
Seminal pieces of literature and research provide the reader with a contextual scope of the
research conducted in the field of higher education on the student experience as it relates to
persistence. The literature in this study are surveyed utilizing a three-tiered system with the
population and topic at its center. All three tiers will include historical context as well as present
scholarship. The third tier encompasses seminal studies that serve as foundational knowledge
about students in technical and community colleges. The second tier consists of a review of the
characteristics of Adult Learners within technical and community colleges. The first tier consists
of studies on the impacts of extra-institutional bonded networks on adult learners at technical and
community colleges. Search terms and databases are outlined in the grid below (Table 1).
Table 1
Search Terms

Databases

Adult Learners

EBSCO/ERIC

Non-Traditional Students

JSTOR

Technical and Community College(s)

Education Full-Text

Social Supports

Google Scholar

Persistence

Education Full-Text/EBSCO/ERIC
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Foundational Content
The following examination of literature focuses on the student experience in higher
education and as well as the theories that conceptualize matriculation.
Astin (1984) posits that a student’s input, which Astin (1975) defines as a student’s
demographic, identifying characteristics, and experiences prior to matriculation (Entry/ReEntry), describes the first of three (3) elements underpinning student outcomes when attending
college. Although Astin’s theory of student involvement revolves largely around how the student
is shaped once they Enter/Re-Enter the college environment, it is important to note that this
theorist acknowledges the importance and influence of the facets that shape and influence an
individual outside of the institution (Astin, 1984).
Tinto (1975) examines the concept of social integration of students in higher education
institutions. Tinto’s Model of Student Retention/Dropout depicts two (2) outside factors that
impact Goal Commitment and Institutional Commitment these being ‘Family Background1 ’ and
‘Individual Attributes.2 ’ This dissertation examines the impact of extra-institutional bonded
social networks on the Adult Learner’s decision to Enter/Re-enter college, Persist, and
Transfer/Graduate. These two (2) factors in Tinto’s model justify researching these realms of the
Adult Learner’s life through the development of survey and interview questions and defining
Extra-Institutional Bonded Social Networks for this dissertation.
Bean and Metzner (1985) argue that external and environmental factors have a greater
impact on Adult Student persistence than academic factors. These authors find that students
bring a variety of experiences with them prior to matriculation, and these experiences both shape
and impact intrinsic motivation for learning (Bean & Metzner, 1985).

1
2

Social Status attributes, value climates, and exceptional climates (Tinto, 1975)
[Gender Identity, Race/Ethnicity, Age, and Employment Status] (Tinto, 1975)
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Chickering and Reisser (1993) revisit Chickering’s (1969) Student Development Theory.
This theory is built upon Seven (7) Vectors3 that students must go through to establish identity.
This theory is applicable to this research in that the third Vector, ‘movement through autonomy
toward interdependence,’ identifies the importance for students to balance emotional
independence and instrumental independence. When a student espouses emotional independence,
the student “risks relationships of those who are close to them in exchange for pursuing their
own individual interests or convictions” (Chickering & Reisser, 1993). When students master
this Vector, they have the ability to negotiate conversations about needs, balance, and acceptance
from those in their lives. The researcher argues that Chickering and Reisser (1993) do not
explicitly state who the student must interact with to navigate the third Vector and in order to
balance school into their existing responsibilities. Arguably, these unidentified individuals could
be seen as part of the students’ extra-institutional bonded social networks.
Pascarella et al. (1986) posit that students who begin their post-secondary journeys at the
technical and community college are more likely to succumb to attrition when compared to their
colleagues attending universities (Pascarella, et al., 1986). Pascarella, et al. (1986) further state
that “there is little known about the factors that influence the persistence/withdrawal behavior of
[Adult Learners]” (Pascarella, et al., 1986, p. 48). Pascarella, et al. (1986) published literature
that placed Tinto’s (1975) “Dropout from Higher Education: A Theoretical Synthesis of Recent
Research” through a critical lens. Although Tinto’s work is cited many times in research on the
college student experience, Pascarella, et al. posit that data for this research was conducted at
“four-year colleges and universities” (Pascarella, et al., 1986). While the two (2) core concepts of

3

Developing Competence, Managing Emotions, Moving Through Autonomy Toward Interdependence, Developing
Mature Interpersonal Relationships, Establishing Identity, Developing Purpose, and Developing Integrity
(Chickering and Reisser, 1993).
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Tinto’s (1975) model remain crucial to understanding the persistence/attrition behavior of
college students (academic and social integration), this study focuses on the extra-institutional
bonded social networks, rather than the institutional supports.
Historical Content
Technical and Community Colleges
The technical and community college environment, sometimes known as vocational
colleges, community colleges, technical colleges, and junior colleges; traces its history within the
higher education landscape as a response to the lack of accessibility for rural and non-wealthy
students (Drury, 2003). Beginning in the 1930s, there was research suggesting cognitive
deterioration after 21 years of age (Chao, et al., 2007). This working knowledge informed
admissions decisions to often refuse admission to Adult Learners until research was conducted
later to determine that findings in the 1930s were not accurate (Chao, et al., 2007).Land grant
institutions, ivy league universities, and state universities (then developed as teacher preparatory
colleges called Normal Schools) did not often afford rural populations, historically
underrepresented and marginalized populations; or those who did not come from a place of
privilege to pursue opportunities outside of a family business (Astin, 1975; Bean & Metzner,
1985; Renn & Reason; 2021). These schools came to prominence in the late 19th century as a
result of the Morrill Act of 1862 and were fueled by a growing demand for skilled labor at the
advent of the Industrial Revolution (Drury, 2003). Education programs were affordable, often
not incurring any financial cost, and had a quick time to an earned credential relative to the fouryear colleges and universities (Drury, 2003).
Renn and Reason (2021) review the practices of matriculation from 1636 through the
present. They break down their analysis into ‘areas of change’ and ‘era.’ One (1) of the
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‘considerations’ is the ‘major influences on students’ college selection. Two (2) criteria that are
consistent throughout the last 400 years of higher education are parents and peers (Renn &
Reason, 2021), thus justifying “Family” and “Friends” as viable EIBSN.
Adult Learners at the Technical and Community College
There is robust literature on institutional factors that impact Adult Learner persistence
(Borglum & Kubala, 2000). These studies examine the connections with teaching faculty, the
effectiveness of academic advising, peer-to-peer student engagement, and availability of student
support services (hours, staff, etc.) (Capps, 2012). This section of the review of the literature
focuses on the relationship between Adult Learners and the technical and community college
environment. As previously stated in this study, the technical and community college
environment is a more accessible post-secondary option for Adult Learners seeing as their
programming and offerings are tailored for non-traditional students (Chao, et al., 2007;
McGivney, 2004).
Impact of Extra-Institutional Social Bonded Networks
Regarding Family, specifically spousal or significant other relations, research from the
mid-1990s into the mid-2000s found that 50% of women, who had men in a partner support role,
endured physical and/or verbal abuse from their partners (McGivney, 2004). Women were also
found to defer their admission to college until they felt their dependents reached a stage of
independence in their lives, allowing the student to focus more time and attention on schoolrelated work (McGivney, 2004; Monaghan, 2020;). In contrast, men who both had partners, were
married (the research did not specify if their partners identified exclusively as women), and those
who identified as having wives, received positive support and encouragement. The men surveyed
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received assistance with homework and enjoyed motivation from their spouses/partners when
attending college (McGivney, 2004).
A prevalent, but not exclusive, characteristic of Adult Learners is First-Generation status.
First-Generation students are characterized as being the first in their families to pursue education
past high school (Forest & Kinser, 2002). Other sources state that in order to be First-Generation,
a parent of the student cannot possess a four-year degree, or in a split or single- family support
system, the supporting parent cannot possess a four-year degree. [Adult Learners] may feel that
their time and energy must be allocated to family or economic obligations. Historically, technical
and community colleges have been more accessible due to program and course offerings being at
times that fit within the Adult Learner’s work schedule and tuition being less than a university
college (Forest & Kinser, 2002). Parents and other family members may not fully comprehend
the demands of an Adult Learner. Since the Adult Learner may be in a position where they are
attempting to shed a tenant of their identity (e.g., culture or SES) as a reason to pursue a higher
education credential. With this, they may feel that they have to relinquish or mitigate an extrainstitutional bonded social network, or its impact on their lives (McGivney, 2004).
Work/career as an Extra-Institutional Bonded Social Network is a more complicated
network to navigate when compared to navigation of other networks, as students who work more
than 30 hours per week off-campus are more likely to succumb to attrition (Monaghan, 2020).
Commuter Students. Commuter students are defined as students who do not live in
dwellings on campus grounds (Chickering, 1974). All participants surveyed at the public, midwestern technical and community college are categorized as Commuter Students, as the college
where data collection is taking place has no on-campus housing (Chickering, 1974). Defining
Commuter Students and further exploring the impacts of campus housing, are pertinent to this
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study in that literature surrounding on-campus undergraduate students have a higher persistence
rate because they are living amongst their peers and creating social support on campus
(Chickering, 1974). Conversely, this study focuses on the extra-institutional bonded social
networks’ impacts on Adult Learners, who predominantly live off-campus and lack this social
support that Adult Learners’ traditionally-aged colleagues often benefit from, assuming their
technical and community college is a residential college.
Current Context of the Adult Learner
This section will outline content relevant to Adult Learners in technical and community
college environments within the last five (5) years (since 2017). Reviewed literature will include
academic and social supports.
Over the course of the last three (3) decades, the average age of the Technical and
Community College student is 29 (Kasworm, 2018). With improvements in digital technology
and increasing internet speeds, online and e-learning programs are composed of 74% Adult
Learners (25 years of age and older), with 66% of this number participating full-time online and
e-learning (Kasworm, 2018).
Goings (2021) outlines the importance of an established support system for Black men at
both Predominantly White Institutions (PWI) and Historically Black Colleges and Universities
(HBCU). Black male Adult Learners see a positive correlation between family support and peer
support (Goings, 2021). “Black male learners succeed in college because of the sacrifices their
families make for them (Goings, 2021). Goings (2021) defines families as “being inclusive of
parents, spouses, and/or children.” The extra-institutional bonded social network of ‘Family’ in
this study is composed of parents, spouses/partners, and dependents.
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As mentioned in the ‘Significance of the Study’ section in Chapter One of this study,
Adult Learners remain a “marginalized majority” (Monaghan, 2020). They posit that Adult
Learners attend [Technical and Community] colleges in droves because of the “non-standard
attendance practices” (Monaghan, 2020, p. 403). Students, both traditionally-aged and Adult
Learners alike are less likely to complete a bachelor’s degree if they first attend a technical and
community college prior to transfer or graduation with a transfer-pathway degree (Monaghan,
2020).
Research Design Literature
The Research Design in this study is inspired by Bean and Metzner’s Conceptual Model
of Undergraduate Student Attrition, Goode’s Theory of Role Theory, and Bourdieu’s Social
Capital Theoretical Framework (Bean & Metzner, 1985; Bourdieu, 1999; and Goode, 1960).
These literatures and designs are further discussed in this chapter.
Conceptual Framework and Methodology Literature
This is a mixed-methods study that pulls from a variety of theoretical frameworks,
making up the conceptual framework for this research. The frameworks reviewed here are Social
Capital, Role Theory, and The Conceptual Model of Nontraditional Student Attrition.
Social Capital
Several theoretical frameworks make up the conceptual framework that underpins this
study. Exposito and Bernheimer (2012) explored Bourdieu’s (1999) theories on Cultural and
Social Capital. For the sake of this study, only the Social Capital from Bourdieu (1999) will be
explored, as this study focuses on the EIBSNs impacting Adult Learners. Exposito and
Bernheimer (2012) paraphrase Bourdieu’s Social Capital as “networks that enhance an
individuals’ knowledge” (Exposito & Bernheimer, 2012, p. 180). Bourdieu’s (1999) theory on
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Cultural Capital is delimitated from this study, as Cultural Capital centers on “...the skills,
education, and knowledge that afford individuals entry into the job market and a higher level of
economic mobility” (Exposito & Bernheimer, 2021, p. 180). The Social Capital Theoretical
Framework from Bourdieu (1999) is further broken down by Grenfell (2004) into two (2)
different types of social networks: Bridging Social Networks, which are contextualized by
heterogeneous groups; and Bonding Social Networks, which are contextualized by homogenous
groups. Exposito and Bernheimer (2012) state that [Adult Learners]
...often live within Bonded Social Networks that have tight links to
family, friends, racial, cultural, and linguistic communities. These
networks support and sustain the [Adult Students’] identity through
close ties to loved ones and the environments that reflect similar
racial, cultural, and ethnic [identities].
Narrative/Storytelling, leveraged by Exposito and Bernheimer (2012), justifies qualitative
methodology, as it drove qualitative data collection for their study of [Adult Learners] by tying
previous experiences with their Bonded Social Networks to their new Bridged Social Networks
at the student’s technical and community college. This yielded empirical data that drove shifts in
curriculum design and the classroom as a learning environment more welcoming and affirming
of the lived experiences of [Adult Learners] (Exposito & Bernheimer, 2012).
Role Theory
Another theoretical framework underpinning this study is Role Theory, which comes
from Goode’s (1960) Theory of Role Strain. Role Strain, and by extension Role Theory, explores
[Adult Learners’] allocation of time, energy, and capital within the various facets of their lives
(Sallee, 2015). Adult Learners take on many roles in life in addition to being a student. When a
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student chooses to matriculate (Enter/Re-Enter); time, energy, and capital that was otherwise
allocated to being a parent, in the workforce, a caretaker for at-risk people, is now in conflict
(Sallee, 2015). Sallee (2015) cites Goode (1960) in that [Adult Learners] can use four (4)
strategies for reflection and resolution of Role Strain. Compartmentalization is where the Adult
Learner will focus all attention on one academic task, leaving other roles unfulfilled for a
duration of time. Delegation is where the Adult Learner will seek the assistance of others in their
Bonded Social Network to temporarily alleviate responsibilities of other roles. Elimination is
where the Adult Learner cuts the responsibilities of a role out entirely. Lastly, Role Extension is
where the Adult Learner takes on even more responsibility, often because they fear
disappointment, resentment, or the adverse consequences of failing to live up to the performance
outcomes in their other roles prior to entering school (Sallee, 2015).
Conceptual Model of Nontraditional Student Attrition
Bean and Metzner (1985) formulated a model which visually depicts (Figure 1) the
journey of a Nontraditional Student (called ‘Adult Learners’ in this study). The model begins by
outlining the background and defining variables of the Adult Learner. These defining variables
are listed as age, enrollment status, residence (which all participants in this study will have had
off-campus housing), educational goals, high school performance, ethnicity, and gender. From
here, students can arrive at dropout in varied ways. The Environmental Variables are applicable
to this study, as they are listed as being finances, hours of employment, outside (the institution)
encouragement, family responsibilities, and opportunity to transfer.
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Figure 1

This study is researching the impacts of Extra-Institutional Bonded Social Networks and
their impacts on the decision of the Adult Learner to enter or re-enter college and persist towards
the completion of a higher education credential. The three (3) variables named in ‘Environmental
Factors’ are: hours of employment, outside encouragement, and family are most pertinent to this
study, as finances are not within a Bonded Social Network and the Opportunity to Transfer is a
variable that lives within the purview of the institution and is thus not an Extra-Institutional
Bonded Social Network. From these three Environmental Factors, the Direct Effects lead to
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Academic Outcomes, Psychological Outcomes, or the Intent to Leave. Bean and Metzner (1985)
further denote a “Direct Effect Presumed Most Important” for each step in their model. The
‘Most Important’ for Environmental Factors is a direct path to dropout, as the variables listed
here can be impactful enough to cause dropout without having to pass through Academic,
Psychological, or the intermediate step of considering to dropout. Bean and Metzner (1985)
further state that “students who are encouraged to remain in school by family and employers will
probably do so despite poor academic advising or uncertainty of major” (Bean and Metzner,
1985, p. 492).
Outside Encouragement
Further investigation of Outside Encouragement as a function of an Environmental
Variable within the Attrition model by Bean and Metzner (1985) yields that it is composed of
“parents or spouse, close friends, and an off-campus employer” (Bean & Metzner, 1985, p. 504).
This is influential in shaping how extra-institutional bonded social networks are categorized for
this study.
Parental or Spousal Encouragement. Bean and Metzner (1985) take into account
whether a student is married or not, thus making the assumption that if an Adult Learner is not
married, parents (or guardians) will take the role of the influential variable over what would
otherwise be ascribed to a spouse4 . Parental encouragement has a positive correlation with a
student’s persistence. Family reactions to the decision to enter college have also been identified
as an important aspect of the Adult Learner’s college experience (Chickering, 1974; Sheets &
Mohr, 2009). With this, Bean and Metzner (1985) cite that older-female [Adult Learners’]

4

Since this particular study by Bean and Metzner (1985) cites research ranging from the 1960s -1980s, any research
about spouses conducted is through a strait, cis -binary lens, and breaks its subjects into ‘men’ and ‘women,’
respectively. Thus, any spouses within the cited research of Bean and Metzner (1985) have women married to men,
and vice versa.
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husbands who “provided less functional help” (Bean & Metzner, 1985; McGivney, 2004) were
far less likely to persist over women whose husbands were supportive.
Close Friends’ Encouragement. Several studies cited by Bean and Metzner (1985)
identified [Adult Learners’] close friends having an impact on Adult Learner persistence (Bean
& Metzner, 1985, p. 505). All participants surveyed at the public, mid-western technical and
community college are categorized as Commuter Students, as the college where data collection is
taking place has no on-campus housing. Adult Learners who attend college will often retain
friendships with close friends, even if those close friends do not attend the same college, thus
positioning the close friends who do not attend the same college as the Adult Learner, as an
influential extra-institutional bonded social support (Bean & Metzner, 1985; Chickering, 1974).
Close Friends, as a variable within the Theoretical Framework of College Student Attrition
(Bean & Metzner, 1985), have shown a positive correlation and their impacts on college
persistence, between discouraging non-college paths and activities (Anderson, 1981, p. 5).
Extra-Institutional Employment Encouragement. Employment off-campus has
profound and pragmatic impacts on the Adult Learner’s entry and persistence via adjustments in
work schedules (Bean & Metzner, 1985). As of the time of Bean and Metzner’s study (1985),
there was no significant correlation found between “an employer’s encouragement of a[n] [Adult
Learners’] college student attendance and persistence in college (Bean & Metzner, 1985).
The reviewed literature affirm the existence of institutional supports and their positive
effects on the persistence of Adult Learners. This study delimitates the institutional supports to
address the gap in the literature surrounding Adult Learner’s Extra-Institutional Bonded Social
Networks (EIBSN). External encouragement is more impactful on Adult Learners than
institutional encouragements because of their established context within the lives of the Adult
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Learner. Peers, friends, family, and employers are largely external to the institution (Bean &
Metzner, 1985, p. 506).
Conclusions
Adult Learners are the majority of undergraduate enrollment in the United States. As far
back as the 1920s, theorists have acknowledged that this group of learners have varied needs and
supports when compared to their traditionally-aged colleagues (Bean & Metzner, 1985; Goode,
1960; Thelin, 2019). Major indicators of an Adult Learner’s ability to persist towards their
educational goals are their lives and supports that exist off-campus (King et al., 1995). Whether
or not these supports existed prior to Entry/Re-Entry, or formed while they attended courses5 ,
they are formative to the educational outcomes of the Adult Learner.
Summary
The established literature on the historical context of Adult Learners in higher education,
the evolution of the Adult Learner experience, and the continued research on internal and
external forces reveal a robust landscape on research surrounding the Adult Learner at Technical
and Community colleges. Adult Learners are a diverse group that offer real-world experiences
that need to be considered and accounted for when Entering/Re-Entering college, Persisting, and
Transferring/Graduating. Many Adult Learners are First-Generation and Re-Entry students, as
they likely had succumbed to attrition in the past and are now returning. Bean and Metzner’s
(1985) Model of Non-Traditional Undergraduate Student Attrition visually depicts various
factors that Student and Academic Affairs professionals must consider when developing
academic and support programs for Adult Learners. Adult Learners are most impacted by family
and friend EIBSN. In further exploring family, parental and spousal relationships are the most

5

Bridging Social Networks and Bonded Social Networks (Grenfell, 2004)
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formative (Bean & Metzner, 1985; Chickering, 1974; McGivney, 2004; Renn & Reason, 2021;
Sheets, 2009; Tinto, 1975). The Adult Learner experience is also captured in Role Theory with
four (4) stages6 (Goode, 1960; Sallee, 2004).

6

Compartmentalization, Delegation, Elimination, and Role Extension (Goode, 1960; Sallee, 2004)
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Chapter 3: Research Methodology
Research Design
The purpose of this study is to determine which extra-institutional bonded social
networks (EIBSN) are the most meaningful for the Adult Learner7 at each of the three (3) stages
of the student journey at a public, mid-western, technical and community college; entry or reentry, persistence, and transfer or graduation. A query using the parameters from the definition
of Adult Learners and dates of attendance through the cooperating institution’s office of
Research and Institutional Effectiveness informs the sample size. Adult Learners who attended
between Fall 2014 and Spring 2019, totaling 3,174 eligible participants, will be sent the survey.
The survey tool used is Qualtrics, as it is licensed software through Winona State University.
The full survey is an appendix in this study (Appendix A).
This study is a qualitative, transcendental phenomenology, informed by survey research
and a collective case study to examine broad experiences across five (5) identified EIBSN at
each of the three (3) phases of the student journey. In addition to providing demographic data,
the participants will identify the most meaningful EIBSN at each of the three (3) phases in the
student journey. The participants who rank EIBSNs will then be placed into three (3) cluster
samples (phases of the student journey). Three (3) participants will be selected using non-random
sampling for three (3) interviews within each stage of the student journey, for a total of nine (9)
interviews for the study. In stage two (2) of data collection, the Researcher is employing a
collective case study (CSS). CSS informs the interview design, as the interviewees will speak on
the topic of the most meaningful EIBSN on the Adult Learner’s experiences within each phase of

7

25 years of age or older, is married or has a formally recognized partner, has human dependents, is financially
independent of a parent/guardian, are returning to higher education after they have begun school after high school,
took at least a one-year break in academia, are now seeking re-entry, and/or has veteran status .
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their student journey (Creswell, 2013). Quantitative data from the survey will be analyzed and
presented in a bivariate comparison table (Seon, et al., 2019). Qualitative data from the survey
and transcribed interviews will be coded using horizontalization, with textual and structural
descriptions (emerging themes) informing the essence of the experiences for the sake of further
discussion and future research (Creswell, 2013; Moustakas, 1994).
Justification
Transcendental Phenomenology (TP) “identifies a phenomenon to study, bracketing out
one’s experiences, and collecting data from several persons who have experienced the
phenomenon” (Creswell, 2013, p. 80). TP best serves this study as nine (9) participants will be
speaking in depth about their top-ranked EIBSN, thus providing robust qualitative data.
Collective Case Study (CCS) is a qualitative research design that “the [Researcher] selects
multiple case studies (interviews) to illustrate the issue […] selecting multiple cases to show
different perspectives on the issue” (Creswell, 2019, p. 99). CSS coincides with TP as both work
to determine that participants are being informed by EIBSN and that multiple participants are
needed for a strong analysis of the phenomenon. Creswell (2013) cites that having only one (1)
participant can lend itself to a lack of context when researching a phenomenon, hence three (3)
interviews at each of the three (3) stages of the student journey makes the data collection
stronger.
Survey Distribution
The survey will be sent out through an institutional email (Appendix G) account at the
cooperating institution where an email address will appear to eligible participants as
‘adultlearner@southcentral.edu.’ The survey will be sent out in the first half of June 2022. With
a follow-up reminder after the survey has been active for one week (Appendix H). The survey
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will close by mid-June 2022, and interviews will be determined for the CCS, with email
invitations for Zoom interviews to be sent out to nine (9) selected participants (Appendix I).
Interviews
Once the survey closes, nine (9) participants will then be selected from the three (3) pools
of respondents. The nine (9) participants are being selected to increase the representation of all
identified EIBSN in the study, which is consistent with Creswell (2013) . Three (3) respondents
from each of the three (3) phases of the student journey (Entry/Re-entry, Persistence, and
Transfer/Graduation), each identifying a different EIBSN will then be interviewed. Data from the
interviews will be transcribed, coded using horizontalization with textual and structural
descriptions informing the essence of the experiences for the sake of further discussion and
future research (Creswell, 2013; Moustakas, 1994). Horizontalization will break down the
transcriptions into ‘prefigured’ codes and ‘emergent’ categories (Creswell, 2013). Interviews will
be conducted from late-June 2022 through mid-July 2022. Further exploring the emergent
category, the Researcher seeks to observe common responses among the Adult Learners
surveyed. The survey results and coded interviews will be disseminated in Chapter 4 of this
study.
Saturation
Saturation is used in qualitative research when enough data has been collected to develop
a robust understanding of the phenomenon (Islam & Aldaihani, 2022). It is the measure that
determines when no more relevant data can be discovered and redundancy in findings repeats
itself (Islam & Aldaihani, 2022). Saturation is delimitated in this study (outlined in Chapter 1) as
the Researcher acknowledges time constraints, participants’ response rate to the survey,
participant’s lack of willingness to participate in interviews, and availability of interview-eligible
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participants. Furthermore, this study is designed to serve as a preliminary research point in which
the lived experiences of Adult Learners and their relationships with their EIBSN at each of the
three (3) phases of the student journey will be explored in greater depth in future research
(Chapter 5).
Research Questions/Hypotheses
Research Questions
R1 - What are the most formative extra-institutional social bonded networks on an Adult
Learner’s decision to enter or reenter college?
R1a - How do the attitudes and dispositions of the members of the extrainstitutional social bonded networks play into the decision of the Adult Learner to enter or
reenter college?
R2 - What are the most formative extra-institutional bonded social networks on an Adult
Learner’s persistence?
R2a- How do the attitudes and dispositions of the members of the extra
institutional social bonded networks play into Adult Learner’s persistence?
R3 – What are the most formative extra-institutional bonded social networks during an
Adult Learner’s transfer or graduation?
R3a – If an Adult Learner did not transfer to an institution of their choice or
graduate with their credential, why?
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Hypothesis
The Researcher hypothesizes that Adult Learners with positively supportive EIBSNs,
which affirm the Adult Learner’s decision to enter or reenter college and persist towards their
academic goal of transfer or credential completion, will navigate the student journey with a
greater understanding and increased likelihood of attaining their academic goal than Adult
Learners whose EIBSNs were neutral or negatively supportive in the Adult Learner’s decision to
enter or reenter college. The Researcher further hypothesizes that Adult Learners with positively
supportive EIBSNs are more likely to persist towards earning a higher education credential than
Adult Learners whose EIBSNs were neutral or non-supportive of the Adult Learner earning their
higher education credential.
Population and Sample Selection
The population of this study are Adult Learners who attended a public, mid-western,
technical and community college between Fall 2014 and Spring 2019. This is the five-year span
of time before the effects and impacts of the COVID-19 pandemic introduced a litany of
opportunities and challenges for students in higher education. The scope of Adult Learners in
higher education affected by COVID-19 lends itself to a robust landscape of future research. An
email (Appendix) will then be drafted and sent to this list of students with the survey link.
Once the survey closes, nine (9) participants will then be selected from the cluster
samples that make up each of the three (3) phases of the student journey. Three (3) respondents
from each of the three (3) phases, each identifying a different EIBSN in each phase, will then be
interviewed. Dworkin (2012) posits that a large number of articles, book chapters, and books
recommend guidance and suggest five (5) to 50 participants is sufficient qualitative research
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(Dworkin, 2012, p. 1319). Nine (9) participants for interviews meets the parameters of
Dworkin’s (2012) research.
Sample Size
The sample size is 3,174 Adult Learners who attended the cooperating institution
between Fall 2014 and Spring 2019. There are two (2) stages in the data collection for the study,
a survey and interviews (CCS). There are then two sets of sampling to take place in this study:
the sampling frame, which are the list of Adult Learners who meet the eligibility criteria8 as well
as the definition of the adult learner, and a non-probability sampling method. This sampling
method is supported by the PT and CCS frames of qualitative research. The Researcher
acknowledges that this form of sampling methodology has a higher predisposition to sampling
bias, however, it is being conducted to increase representation of all five (5) EIBSN, thus
providing data on all EIBSN rather than conducting a stratified sample or cluster sample, which
group participants at random, running the risk of no further data being collected during
interviews on one (1) or more of the EIBSN.
Sampling Criteria
The criteria of this sample of Adult Learners meeting meet one or more of the following
criteria: 25 years of age or older, is married or has a formally recognized partner9 , has human
dependents, is financially independent of a parent/guardian, is returning to school after a oneyear break in academia, and/or has veteran status (Kasworm, 2018; McGivney, 2004).

8

25 years of age or older, is married or has a formally recognized partner, has human dependents, is financially
independent of a parent/guardian, are returning to higher education after they ha ve begun school after high school,
took at least a one-year break in academia, and are now seeking re-entry, and/or has veteran status .
Traditional definitions of Adult Learners include ‘married.’ To expand participant eligibility and affirm that not all
who have partners are legally married, this term encompasses: married, common -law marriage, domestic partner,
long-term partner, or other partnerships not recognized by state or federal law.
9
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Informed Consent and Confidentiality
Informed Consent
Informed Consent is the first page participants will see on their survey (Appendix B). In
order for the participants to proceed with the survey, they will need to accept the terms by
clicking the appropriate button to begin the survey. These answers will be collected as
documentation that the participants are agreeing to the terms of the survey. If a participant elects
to decline consent, they will be taken to a page where they are thanked for their time and
consideration, as well as a reminder that there is no penalty for exiting the survey. The data
collection will be a virtual survey built through Qualtrics. Permission to conduct research,
distribute surveys, and conduct interviews has been granted by Winona State University
(Appendix C) and the Participating Institution (Appendix D).
Confidentiality
Because this study requires the temporary storage of confidential and identifiable
demographic information associated with the submission of informed consent, the Qualtrics tool
is on a password-protected and secure server that requires login credentials, including multifactor authentication, from the account in which the survey is built. The Researcher, a student at
Winona State University, will have exclusive login credentials. Once the study concludes, the
data will remain securely stored for six (6) months, then destroyed to protect participants’ data.
Instrumentation
The survey (Appendix A) to be sent to the 3,174 eligible participants for data collection
will take place through Qualtrics, a licensed and credible data collection tool with Winona State
University. The format and justification of the questions are driven by previous studies that
utilizes the Lubben Social Network Scale (LSNS) (Appendix E) and the Perceived Social
Support Scale (PSSS) (Appendix F) (Lubben, et al., 2006; Procidano & Heller, 1983; Seon, et
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al., 2019). These scales are suited for this study because the LSNS consists of questions that
target two (2) of the five (5) EIBSN for the Adult Learner population, sample size, and
institution. The PSSS adds a third established set of questions for a third of the five (5) EIBSN.
The LSNS and PSSS utilized in this study are adapted versions of the questionnaires developed
by Lubben, et al. (2006) and Procidano and Heller, 1983). Permission to use and adapt the LSNS
questionnaires was requested and granted through a completed form and email correspondence
(Appendix E1). The modified questionnaires are attached in the appendices of this study and are
part of the interview questions (Appendix B).
Credibility and Transferability
This study’s data collection occurs in two (2) phases, the first being quantitative data
collection from a delimitated and eligible population of Adult Learners. The survey is rooted in
the definition of Adult Learners, elsewhere referred to as Non-Traditional students and PostTraditional students. The definition of Adult Learners, determines the population to survey
(Kasworm, 2018). The ranking of the EIBSN in each of the three (3) phases of the student
journey and the interview questions pertaining to the specific EIBSN are based upon studies
conducted previously (LSNS and PSSS).
Data Collection Procedure
A query using the search fields of the definition of Adult Learners and dates of
attendance through the cooperating institution’s office of Research and Institutional
Effectiveness informs the sample size. 3,174 Adult Learners who attended between Fall 2014
and Spring 2019 will be sent the survey. The survey will be sent out through an institutional
email account with the email address appearing to eligible participants (recipients) as
‘adultlearner@southcentral.edu.’ The survey will be sent out in the first half of June 2022. The
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survey will close by mid-June 2022, and interviews will be determined for the CCS, with email
invitations for Zoom interviews to be sent out to nine (9) selected participants.
Once the survey closes, nine (9) participants will then be selected from the cluster
samples that make up each of the three (3) phases of the student journey. Three (3) respondents
from each of the three (3) phases, each identifying a different EIBSN in each phase, will then be
interviewed. Data from the interviews will be transcribed, coded using horizontalization, with
textual and structural descriptions informing the essence of the experiences for the sake of
further discussion and future research (Creswell, 2013; Moustakas, 1994). Horizontalization will
break down the transcriptions into ‘prefigured’ codes and ‘emergent’ categories (Creswell,
2013). Interviews will be conducted from mid-June 2022 through mid-July 2022. Further
exploring the emergent category, the Researcher seeks to observe common responses among the
Adult Learners surveyed. The survey results and coded interviews will be disseminated in
Chapter 4 of this study.
Data Privacy
The data collected from the survey will be stored on Qualtrics’ servers which use
Transport Layer Security encryption. This encryption method adheres to the Statement on
Standards for Attestation Engagements no. 18 (SSAE-18). Data from the interviews will be
stored on the Researcher ’s cloud-based Microsoft server, which uses multi- factor authentication
password securities linked to a system administered professional account. Participant’s identities
in the survey will be assigned numbers and those selected for interviews will be assigned aliases
to protect the participant’s link to identifiable information during data disaggregation. Once the
study concludes, after six (6) months, all stored data will be destroyed. Intelligent transcriptions
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of the interviews will be shared with participants for accuracy and the opportunity for the
participants to add or remove information.
Data Analysis
Survey Analysis
The survey’s results will used for three purposes: to collect demographic information on
participants, help determine how the interview participants will be selected, and allow
participants to provide qualitative data where questions permit to augment data collected by
interviews. Descriptive statistics will be placed into a table to present demographic information.
Participants are being asked to select from one (1) of the five (5) identified EIBSN at each of the
three (3) phases of the student journey. The three (3) phases will be made into cluster samples in
which non-random sampling will select three (3) participants who all chose different EIBSNs in
each of the three (3) phases. Participants who respond in the survey with a willingness to be
contacted will be placed into cluster samples, with one cluster sample representing one phase of
the student journey. Three (3) interviews from each phase will be conducted. There will be no
repeats, or interviewing a participant that has identified an EIBSN within a phase more than
once.
Interview Analysis
Intelligent transcriptions of the interviews will serve as the data to be transcribed to
mitigate filler language (i.e., “um,” [long pauses], etc.), coded using horizontalization, with
textual and structural descriptions (informing the essence of the experiences for the sake of
further discussion and future research) (Creswell, 2013; Moustakas, 1994). As part of the survey
instrument, demographic data is being collected and participants are being asked to provide their
gender identity. Even though participants have self-identified their gender, in an effort to further
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protect the identities of the interview participants, the Plural ‘They’ 10 will be utilized in the
transcriptions and in Chapters 4 and 5 of this research. Horizontalization will break down the
transcriptions into ‘prefigured’ codes and ‘emergent’ categories through Inductive coding
(Creswell, 2013; Merriam and Tisdell, 2016). This coding technique starts with raw data, groups
by common themes, then forms codes based on themes. The themes found in this research are
further discussed in Chapter 4 of this study.
Summary
Survey research will be used to collect demographic data and organize participants into
three (3) cluster samples, each representing the phases of the student journey. From these cluster
samples, nine (9) participants will be selected for interviews. The interviews will explore the
relationship between Adult Learners and the EIBSN that are most influential on the Adult
Learner’s decision to enter or re-enter college, persist, and attain their academic goal of transfer
or graduation. The nine (9) interviews will be recorded, transcribed using an Intelligent
transcription method, and coded using horizontalization with textual and structural descriptions
informing the essence of the experiences for the sake of further discussion and future research
(Creswell, 2013).

10

This is an accepted and endorsed practice in academic writing (APA, 2020, pp.120-121).
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Chapter 4: Analysis and Results
The purpose of this study is to determine which extra-institutional bonded social
networks (EIBSN) are the most meaningful for the Adult Learner 11 at each of the three (3) stages
of the student journey at a public, mid-western, technical and community college; entry or reentry, persistence, and transfer or graduation.
Chapter 4 of this study disseminated both the quantitative and qualitative data gathered
by the survey, and the qualitative data gathered by the interviews at the Public, Mid-Western
Technical and Community College, herein referred to as the ‘Participating Institution.’ The
quantitative survey data was broken down into demographic data (descriptive statistics).
Demographics gathered and reported in this study were: age, gender identity12 , marital status,
race/ethnicity, employment, and veteran status. It also examined how participants ranked the
influence of the five (5) extra-institutional bonded social networks (EIBSN) on the adult learner
at each of the three (3) stages of the post-secondary undergraduate student journey at the
Participating Institution. The qualitative survey data, as well as the transcribed raw interview
data, were analyzed with horizontalization (Creswell, 2013; Moustakas, 1994), and were coded
to identify emerging themes. Horizontalization is the process of thematic analysis in which the
researcher arrives at answers to research questions through coding at multiple levels (Guest, et
al., 2012; Patton, 2002; Seidman, 2013).
Each research question acted as a sub-heading to be broken down with themes, which
leveraged the disaggregated data to inform recommendations for action by community and

11

25 years of age or older, is married or has a formally recognized partner, has human dependents, is financially
independent of a parent/guardian, are returning to higher education after they have begun school after high school,
took at least a one-year break in academia, are now seeking re-entry, and/or has veteran status.
Singular ‘They’ will be utilized throughout this Chapter to describe the nine (9) interview participants for the sake
of protecting their identities. This is an accepted and endorsed practice in academic writing (APA, 2020, pp.120121).
12
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technical college student affairs, academic affairs, and administration. Disaggregated data also
informed parameters and implications for future research with Adult Learners’ EIBSN, which
are discussed in Chapter 5 of this study.
Research Questions and Hypotheses
The research questions and sub-research questions drove the data collection methods in
this research. The primary questions’ data were collected in the survey, while the sub questions’
data were collected in the qualitative questions in the survey and the interviews with the nine (9)
participants. Within each sub-research question, the reader will notice ‘dispositions.’
Dispositions for the sake of this study is defined as “the tendency of something [or someone] to
act in a certain manner under given circumstances” (Merriam-Webster, 2022). The dispositions
of the identified EIBSN demonstrate and reflect support to the individual through actions and
assistance for the Adult Learner. In the ‘Data Analysis’ section of this chapter, examples of how
the dispositions of the EIBSN affect the Adult Learner will be presented.
Research Questions
R1 - What are the most formative extra-institutional social bonded networks on an Adult
Learner’s decision to enter or reenter college?
R1a - How do the attitudes and dispositions of the members of the extrainstitutional social bonded networks play into the decision of the Adult Learner to enter or
reenter college?
R2 - What are the most formative extra-institutional bonded social networks on an Adult
Learner’s persistence?
R2a- How do the attitudes and dispositions of the members of the extra
institutional social bonded networks play into Adult Learner’s persistence?
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R3 – What are the most formative extra-institutional bonded social networks during an
Adult Learner’s transfer or graduation?
R3a – If an Adult Learner did not transfer to an institution of their choice or
graduate with their credential, what was the cause and outcome?
Hypothesis
The Researcher hypothesized that Adult Learners with positively supportive EISBNs,
which affirmed the Adult Learner’s decision to enter or reenter college and persist towards their
academic goal of transfer or credential completion, will have navigated the student journey with
a greater understanding and increased likelihood of attaining their academic goal than Adult
Learners whose EISBNs were neutral or negatively supportive in the Adult Learner’s decision to
enter or reenter college, persist, and transfer/graduate. Positive Support for the sake of this study
means that members from the Adult Learners’ EIBSN express and display support for the Adult
Learner’s decision to attend college and pursue their educational goal. The Principal Investigator
further hypothesized that Adult Learners with positively supportive EISBNs are more likely to
persist towards earning a higher education credential or transferring than Adult Learners whose
EISBNs were neutral or non-supportive of the Adult Learner earning their higher education
credential.
Data Collection
The data pull from the cooperating institution yielded 3,174 participants. The data pull
was conducted through a data request from the Participating Institution’s Office of Research and
Institutional Effectiveness. It used the working definition of Adult Learners in this study as
parameters for the request. Given the sample size of participants was from Fall 2014 to Spring
2019, 60 emails were unable to be delivered due to undeliverable or inactive accounts, which
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brought the total number of emails sent to 3,114. There were 102 recorded responses of the 3,114
survey links sent out for a response rate of 3%13 on the survey. Informed Consent was the first
page presented to participants on the survey (Appendix B). This form required them to accept the
terms by clicking the appropriate button to proceed through the survey. These answers were
collected as documentation that the participants agreed to the terms of the survey. If a participant
elected to decline consent, they were taken to a page where they were thanked for their time and
consideration, as well as a reminder that there was no penalty for exiting the survey. The data
collection was a virtual survey built through Qualtrics and sent to participants through the email
that was on file through the data pull at the participating institution. Permission to conduct
research, distribute surveys, and conduct interviews has been granted by the participating
institution’s IRB process (Appendix D) and Winona State University’s IRB process (Appendix
C).
Once the survey closed, nine (9) participants were then selected based on their
willingness to participate in an interview and their ranking of EIBSN at each of the three (3)
phases of the student journey. During the survey portion of the data collection, the top three (3)
most prevalent EIBSN were identified, creating cluster samples from which willing participants
were selected for interviews. Participants who identified one (1) of the top-three (3) ranked
EIBSN and who were willing to participate in an interview, were contacted for scheduling an
interview (Appendix I).

13

The primary functions of the survey were threefold: determine the willingness of eligible participants to be
contacted for an interview, have the participants identify EIBSN that were most formative at each of the three (3)
stages of the student journey, and collect demographic information. The 3% response rate in this study is acceptable,
given that results from the survey are not the primary data in this study. Furthermore, nine (9) interviews were
conducted for this study with 102 participants to choose from (Pandya, 2019).
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Description of Demographic Sample and Results
The population of this study were Adult Learners14 who attended the public, mid-western
Technical and Community College between Fall 2014 and Spring 2019. This was the five (5) year span of time before the effects and impacts of the COVID-19 pandemic introduced a litany
of opportunities and challenges for students in higher education. The scope of Adult Learners in
higher education affected by COVID-19 lends itself to a robust landscape of future research,
however, is not applicable to this study. The parameters for the data pull of eligible participants
followed the working definition of an Adult Learner (see footnote).

Figure 2.1

Of the 102 survey results recorded, there were 91 responses for Gender Identification (see
Figure 2.1). 73 identified as women (80.22%), 17 identified as men (18.68%), and one (1)
selected ‘other/chose not to disclose’ at 1.10%. There were no responses recorded for
‘Agender/Non-Binary, Queer, or Gender Fluid.’

14

25 years of age or older, is married or has a formally recognized partner, has human dependents, is financially
independent of a parent/guardian, are returning to higher education after they have begun school after high school,
took at least a one-year break in academia, are now seeking re-entry, and/or has veteran status.
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Figure 2.2

Of the 102 survey results recorded, there were 91 responses for Age Range (see Figure
2.2). 37 reported as being between 25-34 years old (40.66%), 27 reported as being between 3544 years old (29.67%), 23 reported as being between 45-54 years old (25.27%), and four (4)
reported as being between 55-64 years old (4.40%). The other three (3) possible age ranges
yielded no results.
Of the 102 survey results recorded, there were 89 responses for participants that asked
“How would you describe yourself regarding Race or Ethnicity?” 70 reported on
White/Caucasian/European (78.65%), seven (7) reported as being
Latino/Latina/LatinX/Chicano/Hispanic/Mexicana/Central American (7.86%), four (4) reported
as being African/African American/African American Queen/Black (4.49%), three (3) reported
as being Human15 (3.37%), two (2) reported as being Native American (2.24%), and two (2)
reported as being Mixed (2.24%). The total above reported are 88 participants. There was one (1)

Templeton, A (2013) cites that there are people who ascribe to a biological definition of ‘race,’ rather than an
economic or social definition. These people often will claim “color blindness” and often deny that racial differences
do not or should not exist. Since this study focuses on understanding a social phenomenon, the Researche r adheres
to ‘race’ and ‘ethnicity’ as means of individualized identities of the participants surveyed, hence this question being
an open answer, rather than having a finite list of possible choices.
15
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answer that is being eliminated from the data in this study, as the participant answered “these
(race and ethnicity) are two different things,” ultimately not providing an answer for the
participant’s racial or ethnic identity. This accounts for the remaining 1.15%. It is also important
to note that the participant-created categories of ‘Latino, et al.’ and ‘African, et al.’ were grouped
together, as this question did not seek any additional follow-up on why the participants identified
how they chose. For example, ‘African’ and ‘African American’ could have meant that a
participant is describing their cultural identity as it pertains to their national origin, which are two
(2) different demographic identifiers in and of themselves. Another example is a participant who
identified as ‘Latino’ may vary from a participant who identified as ‘Chicano,’ which describes a
person whose heritage and cultural identity is Mexican while being born a citizen of the United
States. Without speaking to the participants, there was no way to determine the differences, nor
would the Researcher presume to be knowledgeable about the participant’s intersections and
intersectionalities.

Figure 2.3
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Of the 102 survey results recorded, there were 90 responses for marital status (Figure
2.3). 48 reported as being married or in a domestic partnership (53.33%), 26 reported as being
single (never married) (28.89%), 14 reported as being divorced (15.56%), and two (2) reported
as being separated (2.22%). There were no responses recorded for widowed.
Figure 2.4

Of the 102 responses recorded, there were 90 responses for veteran status (Figure 2.4). 84
reported as not previously or currently serving in a branch of the United States military
(93.33%). Six (6) reported as having previously served or are currently serving in a branch of the
United States military (6.67%).
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Figure 2.5

Of the 102 responses recorded, there were 89 responses for employment status (Figure 2.5). 60
reported as employed full-time (67.42%), 14 reported as being employed part-time (15.73%),
five (5) reported as unable to work (5.62%), three (3) reported as being self-employed (3.37%),
five (5) reported as being a student (3.37%), two (2) reported as unemployed and looking for
work (2.25%), and two (2) reported as being a homemaker (2.25%). There were no responses
recorded for unemployed and not currently looking for work; or retired.
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Extra-Institutional Bonded Social Networks Identified
In this section of data reporting, the following figures display how participants ranked the
EIBSN in each of the three (3) phases of the student journey. Totals for each EIBSN are
reported.
Entry/Re-Entry

Figure 3.1

Of the 102 total survey responses, 89 submitted an answer for “which EIBSN was the most
supportive when entering/re-entering school?” (Figure 3.1). 61 (68.54%) identified Family, 14
(15.73%) identified Friends, four (4) (4.49%) identified Work, two (2) (2.25%) identified
Community, and one (1) (1.12%) identified Religious/Spiritual. The remaining seven (7)
(7.87%) identified that no (zero) EIBSNs were supportive at this phase of the student journey.
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Persistence

Figure 3.2

Of the 102 survey responses, 89 submitted an answer for “which EIBSN was most supportive
when you were in classes at [the participating institution]?” (Figure 3.2). 55 (61.80%) identified
Family, 16 (17.98%) identified Friends, five (5) (5.62%) identified Work, four (4) (4.49%)
identified Community, and two (2) (2.25%) identified Religious/Spiritual. The remaining seven
(7) (7.87%) identified that no (zero) EIBSNs were supportive at this phase of the student
journey.
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Transfer/Graduation

Figure 3.3

Of the 102 survey responses, 89 submitted answers for “which EIBSN was the most supportive
during the Transfer/Graduation phase of the student journey?” (Figure 3.3). 59 (66.29%)
identified Family, eight (8) (8.99%) identified Friends, four (4) (4.49%) identified Community,
and three (3) (3.37%) identified Work. Religious/Spiritual had no (zero) responses. The
remaining 15 (16.85%) identified that no EIBSN was supportive during the Transfer/Graduation
phase of the student journey.
Preparation of Raw Data
After the survey closed, participants for interviews were determined. The qualitative data
(descriptive statistics) from Qualtrics, which was stored in the ‘Data & Analysis,’ and ‘Results’
tabs were then placed into tables and graphs and visually presented in this chapter. The
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qualitative responses were coded along with supplemental findings in the data collection from
the interviews.
The interviews were transcribed live, as they were conducted over Zoom. Once the
interviews concluded, the live, intelligent transcriptions were downloaded for revisions of
omitting filler language (e.g., “um” and long pauses) and readability. The revised intelligent
transcription was then sent back to the participant for the opportunity for them to omit, clarify, or
add any information from the interview. Once a copy was reviewed, participants had three (3)
days to send revised transcriptions back to the Principal Investigator.
Nine (9) interviews were conducted, three (3) each taking place within the three (3)
stages of the student journey (Entry/Re-entry, Persistence, Transfer/Graduation). As outlined in
Chapter 3 of this study, the qualitative data collected by interviews were to be analyzed by
inductive coding. Inductive coding is the coding method by which the data organically builds the
codes (Creswell, 2013; Saldana, 2013). Themes form organically, rather than being compared to
pre-determined codes or categories (Creswell, 2013). This is contrasted by deductive coding,
where the codes are pre-determined by a previous study or conceptual framework (Saldana,
2013). Patton (2002) posits that the development of a manageable classification or coding
scheme is the first step of analysis (p. 463). Generic coding is another name for inductive coding
methods and can be broken down into two (2) cycles (Saldana, 2013). In Vivo, also known as
Initial Coding and Values Coding was the First Cycle method utilized in this study for making
sense of the data (Saldana, 2013). First Cycle codes examine raw data by paraphrasing larger
groups of data by identifying key themes in the interview transcript. The Second Cycle method
utilized in this study was Pattern Coding, also known as Focused Coding, which is designed to
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categorize First Cycle coding into themes (Patton, 2002; Saldana, 2013). Second Cycle codes
begin to group nuanced themes and sub-themes that emerged in the analysis of the data.
Using horizontalization, which is the process of thematic analysis in which the researcher
arrives at data from research questions through coding at multiple levels (Guest, et al., 2012;
Patton, 2002; Seidman, 2013). Each interview went through the two (2) cycles of coding. After
the Second Stage of coding was completed for each interview, each stage of the student journey
(Entry/Re-Entry, Persistence, and Transfer/Graduation) containing three (3) transcripts, went
through a Convergence and Divergence analysis. The Researcher searched for convergences,
where there are similarities across the interviews within each stage of the student journey
amongst the top three (3) identified EIBSN for each stage (see Figure 4).

Figure 4

Once the themes were determined from the Second Cycle Coding, a
convergence/divergence analysis was completed, and the ‘recurring regularities’ (convergences)
are presented as the qualitative findings of this study. Chapter 5 further ties research from
Chapters 1, 2, and 4 of this study. This analysis will serve as the basis for implications for future
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research and recommendations to technical and community colleges for enhancing or
augmenting their programming for Adult Learners.
Presented below are a Table of Codes (Table 2), which informed the
convergence/divergence analysis of the transcripts of the nine (9) interviews.
Entry/Re-Entry

Persistence

Transfer/Graduation

•

Nuclear Family (NF)

•

Nuclear Family (NF)

•

Nuclear Family (NF)

•

Extended Family (EF)

•

Extended Family (EF)

•

Extrinsic Motivation

•

Career Shift (CS)

•

Extrinsic Motivation

•

Extrinsic Motivation

(EM)

(EM)

•

Degree Before SCC (Db)

(EM)

•

Intrinsic Motivation (IM)

•

Degree After SCC (Da)

•

Intrinsic Motivation (IM)

•

Re-Entry (ReE)

•

On Campus Community

•

Re-Entry (ReE)

•

Transfer (T)

•

Transfer (T)

•

Graduation (G)

•

Graduation (G)

•

Did not Graduate (DnG)

(OnCC)
•

Off Campus Community
(OffCC)

•

Transfer (T)

•

Graduation (G)
Table 2

Data Analysis
In chapter 3 of this study, the Researcher outlined that the top three (3) identified EIBSN
from each phase of the student’s journey will be utilized to create cluster samples, from which
three (3) willing participants were interviewed. One of the possible answers, in addition to the
five (5) EIBSN, to select from was an option that “none of the EIBSN were formative or
supportive during the phase in the student journey.” The reader will notice that the EIBSN that
was ranked third in each of the three (3) phases have percentages all under 8%. If the option of
“None of these EIBSN was supportive in one of these three (3) phases” was included in the top
three (3) ranking and results, then this option would have come in with the third highest
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responses in all three (3) phases of the student’s journey (Entry/Re-Entry, Persistence, and
Transfer/Graduation). Since the goal of this study is to identify the most formative EIBSN for
Adult Learners at the participating institution, this response had to be delimitated from the
analyzed results. Implications for future research on this phenomenon and the qualitative data
collected through the survey will be discussed in greater depth in Chapter 5 of this study.
The primary research questions drove the quantitative data collection through the survey,
gathering responses on which EIBSN were most supportive for Adult Learners at each of the
three (3) phases of the student’s journey. The sub-research questions drove the qualitative data
collection in both the survey and interviews.
Earlier in this chapter, dispositions are defined within the context of this study as they
pertain to data collected through the sub-research questions. Dispositions in the qualitative
analysis of this study center around the attitudes and actions of Adult Learner’s EIBSNs and how
they shaped the Adult Learner experience at each of the three (3) phases of the student journey.
Research Question (R1) #1 - What are the most formative extra-institutional social bonded
networks on an Adult Learner’s decision to enter or reenter college?
Survey Results. When participants were asked which of the five (5) EIBSN was the most
supportive at this phase in the student’s journey, all five (5) EIBSN were identified by
participants as being the most supportive during this phase. Family had the most responses at
68.54%, followed by Friends at 15.73%, followed by Work at 4.49%. These three (3) EIBSN
were cluster samples from which one (1) respondent was selected from each for the three (3)
interviews to collect qualitative data. 7.87% of participants identified that there were no EIBSN
supports at this phase in their student journey.
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Sub-Research Question (R1a) #1 - How do the attitudes and dispositions of the members of the
extra-institutional social bonded networks play into the decision of the Adult Learner to ent er
or reenter college?
Interview Results. Nuclear families showed positive support16 to participants by taking
on duties and responsibilities of the Adult Learner once they Re-Entered college. All three (3)
participants talked about a significant other or children as stepping up to help with chores and
respect time for the Adult Learner to be away at school or have uninterrupted time for their
homework. The participant who identified Friends as the most formative EIBSN talked about
two (2) different groups of friends.
One group was at their former place of employment, while the other were non-work
friends. The work friends showed their positive support by sitting down with the Adult Learner
and navigating the website of the Participating Institution’s program offerings. Additionally, the
work friends also assisted in navigating adversities and doubts about their former place of
employment.
The second group of friends, the non-work group, was identified as having negative
support with the participant Re-Entering college. These friends feared lost social time with the
Participant while they were in school. Ultimately, the attitudes and positive support activities of
the work-friends shown to be more formative than the non-work friends, as the participant ReEntered college and graduated. The participant who identified Work as the most formative
EIBSN stated that their supervisor was positively supportive by expressing excitement that the
participant was seeking re-entry into college. Their supervisor at work was flexible with the

16

Positive Support to be further discussed later in this chapter.
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participant’s work schedule and co-developed an individualized work plan with the participant to
ensure that their academic program aligned with duties and responsibilities at work.
Convergence. The three (3) most formative extra-institutional bonded social networks at
the Entry/Re-Entry phase were Family, Friends, and Work. After completion of Second Cycle
Coding, three (3) convergences were identified amongst the three participant’s interviews:
nuclear family support (i.e., significant other, parents, children, and/or siblings); all three (3)
participants interviewed were re-entry students, rather than having attended college for the first
time; and all identified their motivation as being extrinsic, rather than intrinsic.
Divergence. Each participant identified different EIBSN as the most formative at this
phase of the student journey. The divergences, or differences, in responses were inherent
depending on the supports identified. The participants who identified Family and Friends also
identified a career shift as being an extrinsic motivator in their re-entry to the Participating
Institution. The participant who identified Work did not identify a career shift as a motivator in
re-entry.
Research Question #2 - What are the most formative extra-institutional bonded social
networks on an Adult Learner’s persistence?
Survey Results. When participants were asked which of the five (5) EIBSN was the most
supportive at this phase in the student journey, all five (5) EIBSN were identified by participants
as being the most supportive during this phase. Family has the most responses at 61.80%,
followed by Friends at 17.98%, followed by Community at 5.62%. These three (3) EIBSN are
cluster samples from which one (1) respondent was selected from each of the three (3) interviews
to collect qualitative data. 7.87% of participants identified that there were no EIBSN supports at
this phase in their student journey.
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Sub-Research Question (R2a) #2 - How do the attitudes and dispositions of the members of the
extra institutional social bonded networks play into Adult Learner’s persistence?
Interview Results. Nuclear families showed positive support to participants by taking on
duties and responsibilities of the Adult Learner once they were persisting towards their academic
goals in college. The participant who identified Family as the most formative EIBSN shared that
their family, which included their significant other and children, stated that both their significant
other and children increased their parental responsibilities. This was shared by both the
significant other and children. The participant who identified Friends as the most formative
EIBSN defined friends as both the groups they formed on-campus and had off-campus prior to
Entry/Re-entry. The on-campus friends' attitudes and dispositions aligned with their own desired
academic outcomes of transfer/graduation. This manifested through study groups, connecting
through social media, and communicating about non-academic facets of their lives. The offcampus friends’ support was neutral, in that they (off-campus friends) grew distant while the
participant was in school due to lacking shared academic experiences.
Convergence. The three (3) most formative extra-institutional bonded social networks at
the Persistence phase were Family, Friends, and Work. After completion of Second Cycle
Coding, three (3) convergences were identified amongst the three (3) participant’s interviews: on
campus groups (i.e., student senate, study groups, and student affairs); the participants identified
as being in hard or challenging classes, and they were extrinsically motivated, rather than
intrinsically motivated.
Divergence. Each participant identified different EIBSN as the most formative at this
phase of the student journey. The divergences, or differences, in responses were inherent
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depending on the supports identified. With this, there were no divergences found amongst
participants.
Research Question #3 - What are the most formative extra-institutional bonded social
networks during an Adult Learner’s transfer or graduation?
Survey Results. When participants were asked which of the five (5) EIBSN was the most
supportive at this phase in the student journey, four (4) out of the five (5) EIBSN were identified
by participants as being the most supportive during this phase, with Religious/Spiritual not being
identified as the most supportive by any participants in this phase. Family has the most responses
at 66.29%, followed by Friends at 8.99%, followed by Community at 4.49%. These three (3)
EIBSN are cluster samples from which one (1) respondent was selected from each for the three
(3) interviews to collect qualitative data. 16.85% of participants identified that there were no
EIBSN supports at this phase in their student journey.
Sub-Research Question (R3a) #3 - If an Adult Learner did not transfer to an institution of
their choice or graduate with their credential, why?
Interview Results. Of the participants who were interviewed for the Transfer/Graduation
phase of the student journey, the participant who identified Family as the most formative EIBSN
and the participants who identified Community as the most formative EIBSN, both graduated.
The participants who identified Friends as the most formative EIBSN transferred. The participant
who identified Family as the most formative EIBSN shared that their significant other increased
their hours at work and increased household duties and responsibilities. Once the participant
earned their credential and re-entered the workforce, the significant other of the participant was
able to reduce hours at work, as joint income stabilized. The participant who identified Friends
as the most formative EIBSN broke Friends into ‘on-Campus’ and ‘off-Campus’ groups. The on-
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campus group held the participant accountable, both for student senate and for schoolwork. The
off-campus group was supportive but grew distant during the participant's time at the
Participating Institution. The participant who identified Community as the most formative
EIBSN group broke Community into ‘on-campus’ and ‘off-campus’ groups. They stated family,
friends, and church groups all made up the off-campus community, while the on-campus
community was composed of nursing cohort, study groups, teaching faculty, and student affairs
supports.
Convergence. The three (3) most formative extra-institutional bonded social networks at
the Transfer/Graduation phase were Family, Friends, and Community. After completion of
Second Cycle Coding, one (1) convergence was identified amongst the three participant’s
interviews: all participants had completed a bachelor’s degree or beyond prior to matriculating
into the Participating Institution or they have since completed a bachelor’s degree or beyond
since graduating or transferring out from the Participating Institution.
Divergence. Each participant identified different EIBSN as the most formative at this
phase of the student journey. The divergences, or differences, in responses were inherent
depending on the supports identified. The participant who identified Friends as the most
formative EIBSN was the only participant to transfer rather than graduate. The participant who
identified Family as the most formative EIBSN described that they had experienced a career shift
(job loss), whereas the participants who identified Friends and Community did not identify a
career shift.
Results
There were nine (9) participants interviewed across the three (3) stages of the student
journey. All interviewed are adult learners between the ages of 25 and 64. Eight (8) identified as
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female and one (1) identified as male. Convergences and Divergences were analyzed within each
of the three (3) phases of the student journey. This was driven by the primary questions and subquestions being broken down into the three (3) phases of the student journey. Convergences, or
common answers amongst participants, from the Entry/Re-Entry phase of the student journey
were: nuclear family support (i.e., significant other, parents, children, and/or siblings); all three
(3) participants interviewed were re-entry students, rather than having attended college for the
first time; and all identified their motivation as being extrinsic, rather than intrinsic.
Convergences, or common answers amongst participants from the Persistence phase of the
student journey were: On-campus groups (i.e., student senate, study groups, and student affairs);
the participants identified as being in hard or challenging classes, and they were extrinsically
motivated, rather than intrinsically motivated.
Within Knowles’ Andrological Model, there are six (6) assumptions about the Adult
Learner (Knowles, 2011). The sixth assumption is “adults can respond to both intrinsic and
extrinsic motivation, but are primarily internally motivated” (Garder et al., 2022). Intrinsic
Motivation is a product of a personal desire to fulfill one’s own needs and goals, thus the rewards
of doing so are internal (Garder, et al., 2022). Extrinsic Motivation suggests motivation is
influenced by external rewards or the resources that a person obtains because of their behavior,
and on the importance of the resources to the individual (Gardner et al., 2022). The interviews in
this study yielded both types of motivation within several participants. Chapter 5 will further
discuss the two (2) types of motivation.
The Convergence, or common answer amongst participants from the Transfer/Graduation
phase of the student journey was: all participants had completed a bachelor’s degree or beyond
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prior to matriculating into the Participating Institution or they have since completed a bachelor’s
degree or beyond since graduating or transferring out from the Participating Institution.
Limitations and Delimitations
Limitations
The limitations of this study were time and money. Further time-related limitations were
the time of year that the prospectus for this study was defended and approved for IRB, time to
incorporate changes and requests presented by the IRBs at both Winona State University and the
Participating Institution, and timeline for graduation. The survey was distributed in June of 2022
and open for two (2) weeks. Interviews commenced in July of 2022. Both quantitative and
qualitative data were collected during the summer, which typically sees former and current
students engaged in off-campus activities. The Researcher was also limited in their capacity to
offer a monetary incentive for participants in interviews. This was resolved by four (4) of the
nine (9) participants being selected at random to receive one (1) $25 gift cards, as the Researcher
was funding the gift cards with no institutional assistance from either Winona State University or
the Participating Institution.
Anticipated limitations are inherent to the method and design used, which the Researcher
has no control over, such as bias. An assumption about this study is that Adult Learners’
persistence and graduation are intrinsically linked with the attitudes and supports of their extrainstitutional bonded social networks. This assumption also precludes the possibility of the Adult
Learner being unaffected by a lack of support by their EIBSN.
Delimitations
In contrast to limitations, delimitations are aspects over which the Researcher has control,
such as the location of the study and determining sample size through a working definition of

73
Adult Learners. One delimitation of this study was the time period in which the Adult Learners
attended the Participating Institution (Fall 2014 through Spring 2019). This was an attempt to
mitigate answers and extra-institutional impacts of COVID-19.
The second delimitation of this study was conducting nine (9) interviews instead of 15.
The Researcher acknowledges that keeping the survey available for a longer period of time may
have yielded a higher response rate from participants. If more responses were recorded, then
there likely would have been willing participants who identified all five (5) EIBSN at each of the
three (3) stages of the student journey, bringing the interview total to 15 and representing all
EIBSN at each stage.
The third delimitation within this study are potential bias from the Researcher in electing
to conduct the research at a public, technical and community college, as these institutions
typically have more accessible programs for Adult Learners and are often a preferred choice of
returning learners over a university (McGivney, 2004; Thelin, 2019).
A fourth limitation is lower responses because of fewer eligible students to participate in
the data collection. Higher numbers in data collection yield increase validity in the data. The fifth
delimitation is the lack of saturation within this study. This study is an Ethnography which lends
itself to aspiring for a saturation point. Saturation is used in qualitative research when enough
data has been collected to develop a robust understanding of the phenomenon (Islam &
Aldaihani, 2022). It is the measure that determines when no more relevant data can be
discovered and redundancy in findings repeats itself (Islam & Aldaihani, 2022). Saturation is
delimitated in this study (outlined in Chapter 1), as there exists time constraints with completing
the study.
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Summary
There were six (6) questions, three (3) research and three (3) sub-research questions, that
drove the qualitative and quantitative data collection in this study. The group of Adult Learners
that responded to the survey and subsequently interviewed were a generally homogenous group,
as they all identified as White/Caucasian/European. Eight (8) of the nine (9) identified as
women. Eight (8) of the nine (9) were all identified as being younger than 54 years old.
Inductive Coding was used by the Research to organically create codes from the data, and this
data was then analyzed using a convergence/divergence analysis.
The convergences amongst the three (3) stages of the student journey17 were Nuclear
Family Support, Extrinsic Motivation, and On-Campus group support (in addition to the EIBSN
identified by participants). The divergences differed amongst the three (3) phases of the student
journey. Within Entry/Re-Entry, the participants who identified Family and Friends identified a
career shift. Within Persistence, no significant divergences were found. Within
Transfer/Graduation, the participant who identified Friends was the only participant to transfer
rather than graduate and did not experience a career shift. The participant who identified Family
experienced a career shift. Implications from the data; future research; and recommendations for
community and technical college student affairs, academic affairs, and administration will be
discussed in Chapter 5 of this study.

17

Entry/Re-Entry, Persistence, and Transfer/Graduation
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Chapter 5: Discussion, Conclusions, and Implications
The purpose of this study was to determine the most impactful extra-institutional bonded
social network (EIBSN) support for the Adult Learner through qualitative data collection at a
public, mid-western technical and community college. The basis for this selection was
determined by the top three (3) identified EIBSN affecting the population surveyed at each of the
three (3) stages of the student’s journey. The objectives of this study were to: determine what
EIBSN are most prevalent in the Adult Student’s decision to matriculate (Enter/Re-Enter),
Persist, and Transfer/Graduate from a public, mid-western technical and community college;
better understand the most prevalent EIBSN by conducting nine (9) individual interviews 18 ; and
leverage data to inform key institutional personnel, namely Student Affairs and Academic
Affairs, to close a support gap if any exist, amongst Adult Learners by applying an equity lens
for individualized supports, thus mitigating attrition for the Adult Learner. There remains an
identified need to conduct research about the impacts of EIBSN on Adult Learners at technical
and community colleges (Anderson, 1981; Bean & Metzner, 1985; Pascarella, 1986); thus,
adding to the existing body of literature about this student population.
Chapter 5 will summarize and discuss findings from the surveys and interviews.
Findings, both quantitative and qualitative, will be related back to reviewed literature from
Chapters 1 and 2 in this study and compared to findings outlined in Chapter 4. The reader will
notice that the names of EIBSN will be capitalized. Where family, friends, work, community,
and religious/spiritual when being used in a non-formal context will be lower-case. This is also
true for describing the three (3) phases of the student journey: Entry/Re-Entry, Persistence, and

Singular ‘They’ will be utilized throughout this Chapter to describe the nine (9) interview participants for the sake
of protecting their identities. This is an accepted and endorsed pract ice in academic writing (APA, 2020, pp.120121).
18
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Transfer/Graduation. Findings will also be discussed within theoretical frameworks which
positioned the context of this study within the existing body of knowledge and helped frame the
research questions for this study. This chapter will also explore theoretical and practical
implications, which will bring the disseminated data into action for future research and
implementation at similar technical and community colleges that seek to bolster Adult Learner’s
outcomes.
Discussion and Conclusions
In Chapter 4 of this study, the quantitative data are presented with charts and an
explanation of what the reader is seeing. Findings of this study were consistent with the reviewed
literature in that Adult Learners attending a public, mid-western technical and community
college (Participating Institution) and were more likely to Enter or Re-Enter college, Persist
towards their academic goal (transfer, graduation, or professional development), and Transfer or
Graduate with positive support from their EIBSN.
The research questions (which includes the primary questions and sub-questions) drove
the data collection of this study. Within each of the three (3) phases of the student’s journey,
there was a primary question and a sub-question. The primary questions were answered by data
collection via a Qualtrics survey. During the survey portion of the data collection, the top three
(3) most formative EIBSN were identified. Participants were asked to select one (1) of the five
(5) EIBSN that was the most formative at each of the three (3) stages of the student’s journey.
This ranking created cluster samples from which willing participants were selected for
interviews. Participants who identified one (1) of the top-three (3) ranked EIBSN, and who were
willing to participate in an interview, were then contacted (Appendix I). The data from the
interviews was used to answer the sub-questions.

77
Conclusions from the Research Questions
R1 - What are the most formative extra-institutional social bonded networks on an
Adult Learner’s decision to enter or reenter college?
The order in which participants ranked EIBSN for Entry-Re-Entry is as follows:
1.) Family (61)
2.) Friends (14)
3.) Work (4)
4.) Community (2)
5.) Religious/Spiritual (1)
6.) Participants who identified no support from any EIBSN in this phase (7)
Family was the most formative EIBSN during Entry/Re-Entry by a factor of five (5)
times that of Friends, which was ranked second. These findings, across all three (3) phases of the
student journey, are consistent with reviewed literature from Bean and Metzner (1985); King, et
al. (1995); Procidano and Heller (1983); Sheets and Mohr (2009) who all argue that Family is the
most formative social support.
R1a - How do the attitudes and dispositions of the members of the extra-institutional
social bonded networks play into the decision of the Adult Learner to enter or reenter college?
Participants River, Salem, and Devon all converged in identifying nuclear family support
and extrinsic motivation as factors that were positively supportive of their (Adult Learners) ReEntry to college. This is consistent with Borglum and Kubala’s (2000) findings that just under
75% of Adult Learners had no conflicts between family members and school. Furthermore,
Borglum and Kubala (2000) also state that Adult Learners are motivated by family because of
the desire to better provide for them.

78
River, the participant intervaried about Family, identified nuclear and extended family
supports. This individual shared that Family was 100% supportive, with no apprehensions from
them in any capacity (Forest & Kinser, 2002).
Salem, the participant interviewed about Friends being the most supportive at this phase
of the student journey, identified their friends as being work-friends. The Researcher makes the
argument that Work in this instance is an equally formative EIBSN at this stage for this
participant, as the work-friends assisted in major and program exploration for Re-Entry into the
[Participating Institution]. Salem also shared that in their first attempt at college, they had little to
no support from their parents to attend college, and thus succumbed to attrition, feeding into the
fact that they were also First Generation. Forest and Kinser (2002); McGivney (2004); and
Pascarella (1986)’s research supports these findings.
Devon, the participant interviewed about Work being the most supportive at this phase in
the student journey, spoke at length about advocacy from their work supervisor, which was
supported by their workplace’s desire to have a worker with a highly trained skill set for the
operations being performed. Devon did not graduate, which is noteworthy, as they were a ReEntry student. This finding is consistent with Pascarella’s, et al. (1986) position on students
being more likely to succumb to attrition if they begin their academic journeys at a technical and
community college, rather than a university. Devon, however, did express a desire to finish their
credential.
R2 - What are the most formative extra-institutional bonded social networks on an
Adult Learner’s persistence?
The order in which participants ranked EIBSN for Persistence is as follows:
1.) Family (55)
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2.) Friends (16)
3.) Work (5)
4.) Community (4)
5.) Religious/Spiritual (2)
6.) Participants who identified no support from any EIBSN in this phase (7)
Similar to Entry/Re-Entry, Family was the most formative EIBSN during Persistence by
a factor of four (4) times that of Friends, which was ranked second. These findings are consistent
with reviewed literature from Bean and Metzner (1985), King, et al. (1995), Procidano and
Heller (1983), and Sheets and Mohr (2009), who all argue that Family is the most formative
social support.
R2a- How do the attitudes and dispositions of the members of the extra institutional
social bonded networks play into Adult Learner’s persistence?
Lauren, Dakota, and Remington were the Adult Learners interviewed for the top three (3)
ranked EIBSN during the Persistence phase of the student journey and selected for interviews.
This was true for Lauren, who talked about their significant other taking on increased
hours at work and older children assumed an increase in parental duties for their younger siblings
(Bean & Metzner, 1985; Chickering, 1974; Exposito and Bernheimer, 2012; Forest and Kinser,
2002; Goode, 1960; Sallee, 2015; Sheets and Mohr, 2009). This allowed Lauren to allocate time
and energy to time at school and homework without having to worry about finances and
domestic duties and responsibilities. Through the lens of Role Theory, Lauren practiced
‘Delegation,’ with others in their family assuming those responsibilities.
Remington identified Work being the most formative at this phase of the student journey.
They elaborated on their work supports to make school possible while working. Although Bean
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and Metzner (1985) found that at the time of their study no significant correlation had been
found between “an employer’s encouragement of an Adult Learner’s attendance and persistence
in college,” this research’s findings support the contrary. Remington’s work supervisor was
willing to make changes to their schedule and work responsibilities, helping position schoolwork
as a priority while working full-time.
Dakota identified Friends as the most formative EIBSN at this phase in the student
journey. Interviewing them, they identified Friends as the group that formed while on campus.
This finding parallels Anderson (1981); Bean and Metzner (1985); Chickering (1974) in that the
friends supports formed on campus due to common pursuits and activities. Dakota identified
“distance” between them and their established off-campus friend group while in classes. “My
friends outside of school got a little distant […] because they obviously weren’t taking classes.”
The distance between Dakota and off-campus friends can also be characterized by the concept of
Compartmentalization (Goode, 1960; Sallee, 2015), which is pausing non-academic facets of
their life while in school.
R3 – What are the most formative extra-institutional bonded social networks during an Adult
Learner’s transfer or graduation?
The order in which participants ranked EIBSN for Transfer/Graduation is as follows:
1.) Family (59)
2.) Friends (8)
3.) Community (4)
4.) Work (3)
5.) Religious/Spiritual (0)
6.) Participants who identified no support from any EIBSN in this phase (15)

81
Similar to both Entry/Re-Entry and Persistence, Family was the most formative EIBSN
during Transfer/Graduation by a factor of seven (7) times that of Friends which was ranked
second. These findings are consistent with reviewed literature from Bean and Metzner (1985),
King, et al. (1995), Procidano and Heller (1983), Sheets and Mohr (2009) who state that Family
is the most formative social support.
R3a – If an Adult Learner did not transfer to an institution of their choice or graduate with
their credential, what was the cause and outcome?
Two (2) Adult Learners interviewed at this phase in the student journey Graduated and
one (1) went on to Transfer to a university; Quinn and Sam graduated, and Hayden transferred.
Quinn spoke at length about how their significant other took on increased hours at work
(in their retirement years, no less) while they were in school. These findings are consistent with
the historical context of technical and community colleges from Drury (2003) stating that skilled
labor was needed as people moved off family farms and into industrial settings in the late 19 th
century. Being that Quinn was laid off during the 2008 recession, they identified the need to
return to school to learn a new skill or trade in order to keep working. The focus on skills
training for industry is still a prominent role of technical and community colleges today.
Another note about the three (3) Adult Learners interviewed at this phase in the student
journey was that they all had prior degrees. One had earned their doctorate, one had earned their
masters, and one has (at the time of the data collection) a masters in progress. There were no
formal questions in the survey or interview’s design that ascertained prior or in-progress degrees.
This degree information was shared with the Researcher organically as the conversation during
the interviews progressed. It is also worth noting that Quinn, who identified and was interviewed
about Family as the most formative EIBSN, identified as being between 55 and 64 years old,
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making them the eldest Adult Learner to interview in this study. When it came to convergences
for the three (3) Adult Learners in this phase, Quinn’s only convergences with the other two (2)
were prior education and nuclear family supports. They also shared that “my family supported
me by not needing my support,” as their parents are in assisted living and their children are
adults with children of their own, living away from the home.
Hayden and Sam were the Adult Learners who identified Friends and Community
respectively. The findings between these two (2) Adult Learners placed Friends as their EIBSN
that was the most impactful, even though Sam interviewed for Community as the most formative
EIBSN at this phase. It is noteworthy that Sam collective ly grouped Family, Friends, and Church
(Religious/Spiritual) under Community. These findings are consistent with arguments by
Anderson and Fowers (2020); Bean and Metzner (1985); Procidano and Heller (1983); and
Sheets and Mohr (2009) that friend supports are a formative social impact on Adult Learners.
Implications
Theoretical Implications
During the survey, each participant answered three (3) questions that had them choose
what they felt was the most formative EIBSN at each of the three (3) phases of the student
journey. Working definitions of the five (5) EIBSN were not included in the survey to reduce
completion time and increase response rate. The Researcher feels that the results from the survey
would have yielded more accurate data collection if the definitions of the five (5) EIBSN were to
have been presented to each of the participants before each phase of the student journey was
surveyed. Instead, to keep the average completion time of the survey under five (5) minutes,
these definitions were omitted from the survey. This allowed each participant to bring their own
interpretation of what each of the five (5) (Community, Family, Friends, Religious/Spiritual, and
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Work) means to them. Moreover, the purpose of this study was to explore extra-institutional
supports, or supports that live outside of the public, mid-western technical and community
college.
River, Salem, Devon, Remington, and Quinn are the five (5) out of the nine (9)
participants (56%) who identified some sort of impact from work. Examples of these impacts
were being laid off, shifting a schedule, or shifting of expectations of duties and responsibilities
at work.
Of these five (5) Adult Learners identifying work impacts, two (2) did not Graduate or
Transfer. Remington’s and Devon’s experiences are consistent with Monaghan (2020) stating
that students who work more than 30 hours per week are more likely to succumb to attrition
(Monaghan, 2020). Both Remington and Devon shared that they had full-time jobs when they
were in classes (40 hours per week). Remington, though showed conflict in what Monaghan
(2020) published, as in the same sentence Monaghan cites that “while part-time and on-campus
work is often associated with better outcomes, work off-campus and in excess of 30 hours per
week appears to hinder completion” (Monaghan, 2020, p. 405). Remington was involved in
student senate and was enrolled in 21 credits in their last semester of classes.
The remaining three (3) Adult Learners identifying work impacts: River, Salem, and
Quinn, all graduated or transferred. There was no interview question in the Transfer/Graduation
phase that explicitly asked about details of an Adult Learner’s work life (other than the EIBSN
impacts). This is not consistent with the findings of this study, as more Adult Learners
interviewed and identified that Work impacts their academic goals of either transfer or
graduation were persistent over the two (2) Adult Learners who did not persist.
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Primary Research Questions. Upon collection and analysis of the qualitative data, five
(5) out of the nine (9) interview participants identified some form of on-campus support as being
formative to their experiences in all three (3) phases of the student’s journey. The on-campus
supports identified during the interviews did not exist in lieu of the off-campus supports, rather,
they existed in unison to form the complete support network for the Adult Learner. This
phenomenon is consistent with the Social Capital Conceptual Framework published by Bourdieu
and further examined by Exposito and Bernheimer (Bourdieu, 1999; Exposito & Bernheimer,
2012). Social Capital is further broken down into Bridging Social Networks and Bonding Social
Networks (Grenfell, 2004). This study has shown that Adult Learners’ social supports exist on a
spectrum between Bridging and Bonding, when this study had set out to explore the Bonding
Social Networks.19
Tinto’s Dropout from Higher Education, which is often cited as a seminal piece of
literature when exploring and researching the college student experience, has many relevant
facets20 to this study, in both the primary questions and sub-questions (Tinto, 1975). The primary
questions in this study gathered data on participant’s gender, marital status, identity, age, veteran
status, and employment status. Tinto discusses individual characteristics as a measure of ability.
These are individual characteristics that factor into an Adult Learner’s decision to Enter/ReEnter, be Persistent, and successfully Transfer/Graduate.
Sub-Research Questions. Expanding into the sub-questions, which drove the qualitative
data collection for this study, Goode (1960) and Sallee (2015) list four (4) strategies for Adult

19

Adult Learners often live within Bonded Social Networks that have tight links to family, friends, racial, cultural,
and linguistic communities. These networks support and sustain the [Adult Students’] identity through close ties to
loved ones and the environments that reflect similar racial, cultural, and ethnic [identities]. Taken from Chapter 1 of
this study.
20

Individual Characteristics, Family Events, Family Attributes (Tinto, 1975).
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Learners to increase their persistence. These were listed as Compartmentalization, Delegation,
Elimination, and Role Extension (all defined in Chapter 1 of this study). Four (4) of the nine (9)
Adult Learners interviewed identified within Delegation, where family members assumed duties
and responsibilities at home while the Adult Learner was in courses.
Building on Tinto’s work, this dissertation research found that Salem, the Adult Learner
who interviewed for identifying Friends as the most formative EIBSN during Entry/Re-Entry,
also shared that in their first attempt at college, they were completely intrinsica lly motivated,
however they stopped out and had little to no encouragement from their parents. Although Salem
did not explicitly share that the lack of parental encouragement was the cause of their stop out in
their first attempt at college, this finding is consistent with Tinto, who states that levels of
parental expectation influence their child’s persistence, sometimes even more so than the
intrinsic motivation of the student (Tinto, 1975, p. 100). These are individual characteristics that
factor into an Adult Learner’s persistence.
Practical Implications
Implications for professional practice for those in Student and Academic Affairs
positions are to shape programming that targets the EIBSN of the Adult Learner. The following
strategies and tangible, targeted action items are presented as they fit into each of the three (3)
phases of the student journey.
Entry/Re-Entry. One strategy that may be implemented is during new student
onboarding, orientation, or other alike welcome events. Student Affairs professionals have
responsibility for the onboarding of new students. Technical and Community colleges have a
variety of new student onboarding events. Some Technical and Community colleges may employ
an individual approach where the students meet with academic advisors or teaching faculty in a
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1:1 capacity. Other Technical and Community colleges may have group sessions that could
include orientation sessions or presentations. It is at these new student events where Adult
Learners could have breakout sessions, should they choose to attend in person. If Technical and
Community colleges have an online option, this can be a video module, complete with handouts
and talking points that the Adult Learner can refer to throughout the three (3) phases of their
academic journey.
The list of talking points, tailored specifically for members within each of the five (5)
EIBSN, could be a summarized version of the programming that is offered before this option.
This way, after the Adult Learner leaves campus and returns to engage with their EIBSN, they
have grounded talking points, and can begin the conversation about changes and expectations in
order to best position the Adult Learner for achieving their academic goals.
Persistence. One strategy for ensuring that the Adult Learner is positively supported
during the persistence phase of their academic journey is to welcome members of the Adult
Learner’s EIBSNs to campus for open houses to see educational spaces and meet with faculty
and staff. At these events, Student Affairs staff can be in their spaces prepared to share how their
area supports Adult Learners’ pursuit of their educational goals, and faculty can showcase their
educational spaces. By welcoming members of the EIBSNs to campus, the feeling of disconnect
or misunderstanding of the Adult Learner’s needs for positive educational outcomes of the Adult
Learner are mitigated.
A second strategy for ensuring that the Adult Learner is positively supported once they
are through the Entry/Re-Entry phase of the student journey is to integrate healthy work habits
for when the Adult Learner is away from campus and balancing their academic lives with the
other facets of their life. A freshmen orientation class, first-year experience, or study strategies
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course within the first semester not only empowers the Adult Learner, but integrates tangible,
self-advocacy strategies for prioritizing homework. It is important that classes are not solely
targeting Adult Learners with additional programming or work outside of their regular course
load. Well intentioned as this may be, it would likely have a counteractive effect on Adult
Persistence.
A third option would be to form a support group for Adult Learners. As with most
student clubs and organizations, there is a minimum number of students required to start the
group, and they will need a staff/faculty advisor. The advisor of the group may have to be open
to meeting at different hours of the week and may want to also provide an online option for
distance learners to telecommute into the meeting. This could also be a meeting time where ideas
are shared with EIBSN, should the Adult Learner choose to include them as well as share ideas
with campus student senate to advocate for changes.
Transfer/Graduation. Adult Learners entering this phase are seeking direction from
student affairs professionals. There are one of three (3) routes an Adult Learner can take in this
phase. The first is transfer where they are exploring, or have previously explored, universities or
other technical and community colleges where they will be engaging in the next chapter of their
educational journey. The second is graduation where they have completed all degree
requirements and are preparing to not be continuing their education (right away). The third is a
combination of both transfer and graduation. Some Adult Learners are pursuing transfer pathway
programs which are a degree awarded by the technical and community college and is designed to
continue education at a university where they will enter with Junior status.
EIBSN that support Adult Learners at this phase will be entering a re-adjustment period
as the Adult Learner is preparing to enter a new normal for their life, whether that is work or
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continuing their education. Academic advisors are a formative student support to foster a
transfer/graduation conversation with the Adult Leaner. Leveraging resources such as
Transferology is a great tool for Adult Learners to see how credits may transfer. A practice that
can also be adopted is collaborating with the Adult Learner on where to find transfer information
for the college or university of their choice. Encouraging that this meeting takes place before
their final semester can help with a smoother transition to their college or university of choice.
While these established institutional practices are designed to reach all learners, whether
they are Adult Learners or Traditionally Aged Learners, a practical implication for student and
academic affairs for Adult Learners is to ask how they are feeling supported by those outside of
campus. This is an opportunity to leverage the advising/advisee relationship to empower the
Adult Learner with talking points and self-advocacy strategies when talking to their EIBSNs.
Recommendations for Future Research
This study was inspired and influenced by the research of Drs. Sara Expositio and Susan
Bernheimer (2012) that centered around researching students identifying as Latina/LatinX who
were enrolled in an early childhood program at a public technical and community college in Los
Angeles, CA. Exposito and Bernheimer (2012) delimitated specific parameters (women,
Latina/LatinX, and early-childhood program) to conduct their research.
Recommendations for future research are abundant, given the scope of varying student
populations, institutional size, and existing programming that is designed to socially support the
Adult Learner. The working definition of Adult Learners for the purpose of this study are those
who are 25 years of age or older, is married or has a formally recognized partner, has human
dependents, is financially independent of a parent/guardian, are returning to higher education
after they have begun school after high school, took at least a one-year break in academia, are
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now seeking re-entry, and/or has veteran status. This definition can be expanded upon with
different identifiers depending on which entity future researchers choose to use, or how the
definition of Adult Learners continues to evolve. Another future research opportunity is further
expanding into each of the demographics and their combinations. For instance, if a Researcher is
wanting to know more about Adult Learners who identified as Native American Indian between
the ages of 55-64, who identifies their Community as being the most formative EIBSN during
the persistence phase of the student journey, they could set the parameters of the study to account
for the demographic identifiers.
Future research is not only delimitated to the parameters of the study, but when the study
takes place. The Researcher feels that if the survey was sent out during the academic year (lateAugust through late April), the response rate would have likely increased and response time from
participants would have been reduced. Another parameter of this study was the surveying and
interviewing of Adult Learners who were in their programs pre-COVID-19. This parameter
meant that no participants in this study were current students. This inherently produced a reduced
response rate, as the participant’s time at the Participating Institution had concluded, and they
were less likely to check email or be attentive to an email that pertained to the Participating
Institution.
Lastly, future research can be conducted for each of the EIBSN, centering around
research investigating only Family or Community, for instance. An additional EIBSN would be
Military Service, as members, both past and present, may identify the bonds within their military
experiences to be formative for their decision to Enter/Re-Enter, Persist, and Transfer/Graduate.
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Strengths and Weaknesses
The strengths of this study are best characterized by: 1.) the identified need for continued
research about the off-campus tenants of the Adult Learner’s life and the experiences they bring
to enrich its diversity, 2.) employing a phenomenological approach to qualitative data collection,
and 3.) needing little to no modification in the research instruments for future research.
Transcendental Phenomenology (TP) examines multiple participants’ experiences with a
shared or unifying experience (Creswell, 2013). In the case of this research, 89 Adult Learners
identified positive support from one of the five (5) EIBSN across three (3) phases of the student
journey. Of those 89 participants, nine (9) were interviewed to further explore their EIBSN
support. The unifying experiences were being an Adult Learner, identifying support from their
EIBSN, attending the same public, mid-western technical and community college, and attending
between 2014 and 2019. TP was the best research methodology for examination of this
phenomenon, as it allowed for the interviews to be organic conversations, thereby enriching the
data. Lastly, the third strength of this study is its possibilities for future research with little
modification to the research tools and questions. Researchers only need to define a specific sect
of the population for study and begin data collection.
Weaknesses of this study are best characterized by: 1.) the timing of the data collection,
2.) the time period from which the sample size was created, and 3.) the homogenous group from
which data for the sub-questions were collected. The Researcher’s IRB processes were
completed early in the Summer semester. This directly impacted survey distribution and
interview solicitation and qualitative data collection. Not only was the survey distributed in
Summer, but it was to alumni and those who attended as far back as 2014, thus causing a low
response rate on the survey. The Researcher feels that response rate would have been higher if
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the timing of the survey were to be done between late-August and early-May in an academic year
and distributed to current students rather than those no longer attending the Participating
Institution. Lastly, for weaknesses in this research, the interview participants totaled nine (9);
eight (8) female, one (1) male; and all Caucasian. This is a weakness because although the
study’s participants were diverse in that they are a product of their intersections (experiences
culminating into a sense of identity and self), they did not identify through the course of organic
conversation as being culturally diverse, neurodiverse, or multilingual. The study’s demographic
questions asked participants to identify their race or ethnicity for the sake of descriptive
statistics, those who identified as Non-White either opted out of being contacted for an interview
or did not respond to the invitation to interview.
Recommendations for Future Practice
Adult Learners represent the majority of undergraduates in the United States and bring a
breadth of diversity to technical and community colleges. Student and Academic Affairs
personnel who better understand the EIBSNs of Adult Learners can more purposefully address
gaps in Adult Learner supports and perpetuate positive supports afforded by EIBSNs.
Practitioners today must understand that learning is an iterative process that requires continuous
re-examination of professional practice, policy, and procedures. Having tangible activities 21 that
serve as launch points for engagement grounds the data from this study and affords
recommendations for future practice.
Summary
Adult Learners Enter and Re-Enter higher education for a variety of reasons. The scope
of this study was intended to focus on the extra-institutional bonded social networks (EIBSN),

21

Tangible activities are named and elaborated on in the ‘Practical Implications’ section of this chapter.

92
which are social groups, ties, and bonds outside of the technical and community college
environment. Many who do come to higher education with a wealth of experiences and ways that
they are supported by those close to them. Adult Learners, who are parents, experience strong
family support when it comes to domestic duties and responsibilities, namely with childcare and
household chores, so that they may allocate time and energy to homework. Adult Learners also
have strong ties to friend groups who, both on and off-campus, are influential to Adult Learners
at each of the three (3) phases of the student journey. The positive workplace supports show
themselves as supervisors who are flexible with scheduling and when duties at work lighten, the
Adult Learner can maximize their homework time. The Community is a collection of Family,
Friends, Work, school, and Religious/Spiritual communities. Adult Learners who identified
Community took a holistic approach to defining Community and its impact on the Adult Learner
experience.
This study fundamentally sought to find how positive support from EIBSN impacts the
Adult Learner experience. It is through these positive experiences that higher education
professionals can take what has worked well for Adult Learners and not only apply it to Adult
Learners in the present and future, but for all college students in an array of higher education
environments.
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Appendix A: Quantitative Data Collection Instrument – Survey
Welcome and Informed Consent
Welcome to the Adult Learner Survey!
We are interested in understanding how your social circles affected your decision to enter or
reenter South Central College, persist towards your credential, and graduate, transfer, or not
complete your credential (Certificate, Diploma, or Degree). You will be asked to answer some
questions about your experiences. Your responses will be kept completely confidential.
The study should take you around five (5) minutes complete. Your participation in this research
is voluntary and you have the right to withdraw at any point during the study without any
penalty. If the questions in the survey or interviews create discomfort for you, the following
resource is available to you: https://www.onlinetherapy.com/free/
Four (4) participants will be entered for the chance to receive a $25 gift card from Amazon or
Kwik Trip who are willing to participate in a follow-up interview.
The Principal Investigator of this study can be contacted at [matthew.leisen@go.winona.edu]
By clicking the button below, you acknowledge that you meet one or more of the following
criteria:

•
•
•
•
•
•

25 years of age or older
Married, Divorced, or Separated
Formally recognized partner (live-in significant other)
Financially independent from parents/guardians
Returned to SCC after at least a one-year break in education
Has veteran status

Demographics
•
•
•
•
•
•
•
•
•

First Name
Last Name
Email Address
Gender
Age
Ethnicity
Marital Status
Veteran Status
Employment Status
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Phases and Social Circles
There are three phases in the life of an Adult Learner at South Central College
-Entry or Re-Entry
-Persistence (time pursuing your academic goal)
-Transfer or Graduation
Look at the five (5) social circles below.
-Community
-Family
-Friends
-Religious/Spiritual
-Work
1.) Think about when you were wanting to go to school or go back to South Central College.
Which of the five (5) social circles was the most supportive when you were going to school or
going back to college? Select only one.
-Community
-Family
-Friends
-Religious/Spiritual
-Work
-None of these were supportive when entering or re-entering college at SCC.
2.) Think about when you were in classes at South Central College. Which of the five (5) social
circles was the most supportive when you in classes? Select only one.
-Community
-Family
-Friends
-Religious/Spiritual
-Work
-None of these were supportive when entering or re-entering college at SCC.
3.) Think about when you were preparing to transfer or graduate from South Central College.
Which of the five (5) social circles was the most supportive when you were preparing to transfer
or graduate from college? Select only one.
-Community
-Family
-Friends
-Religious/Spiritual
-Work
-None of these were supportive when entering or re-entering college at SCC.
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Follow-Up
4.) Would you be willing to participate in an interview in the near future? If ‘yes’ is selected, you
will have the chance to win a $25 gift card to Amazon or Kwik Trip.
-Yes
-No
End of Survey
Thank you for your time and energy to complete the survey about your social supports when
attending SCC. Your responses are valuable in understanding how we can better serve Adult
Learners who attend Community and Technical Colleges.
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Appendix B: Qualitative Data Collection Instrument – Interview Questions
Entry or Re-Entry (Matriculation)
Family
1.
2.
3.
4.
5.

When did you decide you were entering or re-entering college?
Who did you talk to in your family about entering or re-entering college?
Describe their reactions to your wanting to enter or re-enter college?
How did their reactions make you feel?
Did they express concerns about your entering or re-entering college? If so, what were
they?
6. What did you do with how they chose to support you?
7. What else do you want me to know about your family support?
Friends
1.
2.
3.
4.
5.

When did you decide you were entering or re-entering college?
Who did you talk to in your friend(s) group about entering or re-entering college?
Describe their reactions to your wanting to enter or re-enter college?
How did their reactions make you feel?
Did they express concerns about your entering or re-entering college? If so, what were
they?
6. What did you do with how they chose to support you?
7. Is there anything you’d like to add?
Community
1.
2.
3.
4.
5.

When did you decide you were entering or re-entering college?
Who in your community did you talk to about entering or re-entering college?
Describe their reactions to your wanting to enter or re-enter college?
How did their reactions make you feel?
Did they express concerns about your entering or re-entering college? If so, what were
they?
6. What did you do with how they chose to support you?
7. Is there anything you’d like to add?
Religious/Spiritual
1. When did you decide you were entering or re-entering college?
2. Who did you talk to within your religious/spiritual organization about entering or reentering college?
3. Describe their reactions to your wanting to enter or re-enter college?
4. How did their reactions make you feel?
5. Did they express concerns about your entering or re-entering college? If so, what were
they?
6. What did you do with how they chose to support you?
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7. Is there anything you’d like to add?
Work
1.
2.
3.
4.
5.

When did you decide you were entering or re-entering college?
Who did you talk to in your workplace about entering or re-entering college?
Describe their reactions to your wanting to enter or re-enter college?
How did their reactions make you feel?
Did they express concerns about your entering or re-entering college? If so, what were
they?
6. What did you do with how they chose to support you?
7. Is there anything you’d like to add?

Persistence
Family
1. Did you feel supported by members of your family when you were in school at South
Central College?
2. If they showed you support, how did that look to you? If they did not, how did that look
to you?
3. What changes in the relationship with your family did you witness while you were in
school at South Central College?
Friends
1. Did you feel supported by your friends when you were in school at South Central
College?
2. If they showed you support, how did that look to you? If they did not, how did that look
to you?
3. What changes in the relationship with your friends did you witness while you were in
school at South Central College?
Community
1. Did you feel supported by members of your community when you were in school at
South Central College?
2. If they showed you support, how did that look to you? If they did not, how did that look
to you?
3. What changes in the relationship with your community did you witness while you were in
school at South Central College?
Religious/Spiritual
1. Did you feel supported by members of your religious/spiritual organization when you
were in school at South Central College?
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2. If they showed you support, how did that look to you? If they did not, how did that look
to you?
3. What changes in the relationship with your religious/spiritual organization did you
witness while you were in school at South Central College?
Work
1. Did you feel supported by members of your workplace when you were in school at South
Central College?
2. If they showed you support, how did that look to you? If they did not, how did that look
to you?
3. What changes in the relationship with members in your workplace did you witness while
you were in school at South Central College?

Graduation/Transfer
Family
1. How did you leave South Central College by the end of the 2018-2019 academic year?
2. If you transferred, how was your family supportive with the process of your transition to
another college or university?
3. If you graduated, how was your family supportive of you earning your credential?
4. Describe the changes of members of your family once you graduated or transferred.
Friends
1. How did you leave South Central College by the end of the 2018-2019 academic year?
2. If you transferred, how were your friends supportive with the process of your transition to
another college or university?
3. If you graduated, how were your friends supportive of you earning your credential?
4. Describe changes in your friendships once you graduated or transferred.
Community
1. How did you leave South Central College by the end of the 2018-2019 academic year?
2. If you transferred, how were members of your community supportive with the process of
your transition to another college or university?
3. If you graduated, how were members of your community supportive of you earning your
credential?
4. Describe the changes of members of your community once you graduated or transferred.
Religious/Spiritual
1. How did you leave South Central College by the end of the 2018-2019 academic year?
2. If you transferred, how was your religious/spiritual organization supportive with the
process of your transition to another college or university?

106
3. If you graduated, how was your religious/spiritual organization supportive of you earning
your credential?
4. Describe the changes of members of your religious/spiritual organization once you
graduated or transferred.
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Appendix C: Informed Consent
Welcome and Informed Consent
Welcome to the Adult Learner Survey!
We are interested in understanding how your social circles affected your decision to enter or
reenter South Central College, persist towards your credential, and graduate, transfer, or not
complete your credential (Certificate, Diploma, or Degree). You will be asked to answer some
questions about your experiences. Your responses will be kept completely confidential.
The study should take you around five (5) minutes complete. Your participation in this research
is voluntary and you have the right to withdraw at any point during the study without any
penalty. If the questions in the survey or interviews create discomfort for you, the following
resource is available to you: https://www.onlinetherapy.com/free/
Four (4) participants will be entered for the chance to receive a $25 gift card from Amazon or
Kwik Trip who are willing to participate in a follow-up interview.
The Principal Investigator of this study can be contacted at [matthew.leisen@go.winona.edu]
By clicking the button below, you acknowledge that you meet one or more of the following
criteria:

•
•
•
•
•
•

25 years of age or older
Married, Divorced, or Separated
Formally recognized partner (live-in significant other)
Financially independent from parents/guardians
Returned to SCC after at least a one-year break in education
Has veteran status
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Appendix D: Institutional Review Board – Winona State University
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Appendix E: Institutional Review Board – Participating Institution
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Appendix F: Lubben Social Network Scale
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Appendix F1 Permission to utilize Lubben Social Network Scale
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Appendix G: Perceived Social Support Scale
Perceived Social Support – Family (PSS-Fa)
Directions: The statements which follow refer to feelings and experiences which may occur to
Adult Learners at one time or another in their relationships with their families. For each
statement, there are seven possible answers: 1 – Strongly Disagree; 2 – Disagree; 3 – Somewhat
Disagree; 4 – Somewhat Agree; 5 – Agree ; 6 – Strongly Agree; N/A – Not Applicable
Please select the answer for each question.
1 2 3 4 5 6 N/A 1.) My family gives me the moral support I need to enter college.
1 2 3 4 5 6 N/A 2.) I get good ideas about how to seek information about college from my
family.
1 2 3 4 5 6 N/A 3.) Most other people are closer to their family than I am.
1 2 3 4 5 6 N/A 4.) When I confide in the member of my family who are closest to me, I get the
idea that it makes them uncomfortable.
1 2 3 4 5 6 N/A 5.) My family enjoys hearing about what I think about entering college.
1 2 3 4 5 6 N/A 6.) Members of my family come to me they have problems or need advice.
1 2 3 4 5 6 N/A 7.) Certain members of my family come to me when they have problems or need
advice.
1 2 3 4 5 6 N/A 8.) I rely on my family for emotional support.
1 2 3 4 5 6 N/A 9.) There is a member of my family I could go to if I were just feeling down,
without feeling funny about it later.
1 2 3 4 5 6 N/A 10.) My family and I are very open about what we think about things
1 2 3 4 5 6 N/A 11.) My family is sensitive to my personal needs.
1 2 3 4 5 6 N/A 12.) Members of my family come to me for emotional support.
1 2 3 4 5 6 N/A 13.) Members of my family are good at helping me solve problems.
1 2 3 4 5 6 N/A 14.) I have a deep sharing relationship with a number of members of my family.
1 2 3 4 5 6 N/A 15.) Members of my family get good ideas about how to do things from me.
1 2 3 4 5 6 N/A 16.) When I confide in members of my family, it makes me uncomfortable.
1 2 3 4 5 6 N/A 17.) Members of my family seek me out for companionship.
1 2 3 4 5 6 N/A 18.) I think that my family feels that I’m good at helping them solve problems.
1 2 3 4 5 6 N/A 19.) I don’t have a relationship with a member of my family that is as close as
other people’s relationships with family members.
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1 2 3 4 5 6 N/A 20.) I wish my family’s attitude about me entering college were much different.

Perceived Social Support – Friends (PSS-Fr)
Directions: The statements which follow refer to feelings and experiences which may occur to
Adult Learners at one time or another in their relationships with their friends. For each statement,
there are seven possible answers: 1 – Strongly Disagree; 2 – Disagree; 3 – Somewhat Disagree; 4
– Somewhat Agree; 5 – Agree ; 6 – Strongly Agree; N/A – Not Applicable
Please select the answer for each question.
1 2 3 4 5 6 N/A 1.) My friends give me the moral support I need to enter college.
1 2 3 4 5 6 N/A 2.) Most other people are closer to their friends than I am.
1 2 3 4 5 6 N/A 3.) My friends enjoy hearing about what I think about entering college.
1 2 3 4 5 6 N/A 4.) Certain friends come to me when they have problems or need advice.
1 2 3 4 5 6 N/A 5.) I rely on my friends for emotional support.
1 2 3 4 5 6 N/A 6.) If I felt that one or more of my friends were upset with me, I’d just keep it to
myself.
1 2 3 4 5 6 N/A 7.) I feel that I’m on the fringe in my circle of friends.
1 2 3 4 5 6 N/A 8.) There is a friend I could go to if I were just feeling down, without feeling
funny about it later.
1 2 3 4 5 6 N/A 9.) My friends and I are very open about what we think about things.
1 2 3 4 5 6 N/A 10.) My friends are sensitive to my personal needs.
1 2 3 4 5 6 N/A 11.) My friends come to me for emotional support.
1 2 3 4 5 6 N/A 12.) My friends are good at helping me solve problems.
1 2 3 4 5 6 N/A 13.) I have a deep sharing relationship with a number of friends.
1 2 3 4 5 6 N/A 14.) My friends get good ideas about how to do things from me.
1 2 3 4 5 6 N/A 15.) When I confide in friends about entering college, it makes me feel
uncomfortable.
1 2 3 4 5 6 N/A 16.) My friends seek me out for companionship.
1 2 3 4 5 6 N/A 17.) I think that my friends feel that I’m good at helping them solve problems.
1 2 3 4 5 6 N/A 18.) I don’t have a relationship with a friend that is as intimate as other people’s
relationships with friends.
1 2 3 4 5 6 N/A 19.) I’ve recently gotten a good idea about how to something from a friend.
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1 2 3 4 5 6 N/A 20.) I wish my friends’ attitudes about me entering college were much different.
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Appendix H: Initial Survey Email to Eligible Participants

Dear Adult Learner,
My name is Matthew Leisen. I am an Academic Advisor at South Central College (SCC) in
North Mankato and Faribault, MN. I am also a doctoral student at Winona State University
(WSU) in Winona, MN. I am fascinated by the Adult Learner experience and the experiences
you had with your off-campus social supports, such as your family, friends, and work; and how
they affected your time at SCC in the three phases your experience here. I’d like 5 minutes of
your time, with the option for you at the end to opt into the chance to be interviewed. Four (4)
interviewees will be put into a drawing for one (1) $25 Amazon or Kwik Trip gift card as a thank
you.
Your information will be kept safe and not shared in any way to any other parties. Interviewees
will be given a fake-name (alias) to help ensure privacy.
Results of the survey and interviews will be shared with SCC to improve the adult learner
experience and presented at WSU as a part of my doctoral graduation requirements.
A reminder that there is no penalty to you if you chose to not take the survey. You may withdraw
and stop at anytime.
Thank you so much in advance. I sincerely look forward to the opportunity to hear your stories.
Click here for the survey or copy and paste the following link into a new tab in your browser:
https://winona.az1.qualtrics.com/jfe/form/SV_babahEB2LH0PyfQ
In Service,

Matthew Leisen, MS – Principal Investigator and Researcher
matthew.leisen@go.winona.edu
adultlearner@southcentral.edu
507-774-0070
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Appendix I: Survey Follow-Up Reminder Email

Dear Adult Learner,
This is a follow-up reminder of the survey that was sent out one week ago. For those who have
completed the survey, you may disregard this email. For those who have yet to complete it, this
is a reminder that it is closing on Tuesday, June 21, 2022. For those who have already declined, I
appreciate your consideration and respect your decision to not participate. Four (4) interviewees
will be put into a drawing for one (1) $25 Amazon or Kwik Trip gift card as a thank you.
There is no penalty to you if you chose to not take the survey. You may withdraw and stop at
anytime.
Click here for the survey or copy and paste the following link into a new tab in your browser:
https://winona.az1.qualtrics.com/jfe/form/SV_babahEB2LH0PyfQ
In Service,

Matthew Leisen, MS – Principal Investigator and Researcher
matthew.leisen@go.winona.edu
adultlearner@southcentral.edu
507-774-0070
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Appendix J: Invitation to Interview

Dear {First Name, Last Name},
Thank you for participating in the Adult Learner Survey and agreeing to be contacted for an
interview! You have been selected to participate in an interview, given your responses and
willingness to participate.
Interviews will take place over Zoom. We will plan on meeting for one (1) hour, but may not
need the entire time. If possible, please make sure this one (1) hour block of time is in a quiet
location and you will be uninterrupted.
Please respond to this email with the soonest dates and times that work best for you. I am happy
to accommodate to your timeframe.
A reminder that you will be entered into a drawing to win a $25 gift card to Kwik Trip or
Amazon.com. If selected, I will ask which you prefer and mail the card to an address that you
designate. You can stop the interview at any time for any reason without penalty to you.
Once the interview concludes, I will email you a transcription of the interview for your review.
This is where you can make changes, add information, remove information, or clarify
information.
There is no penalty to you if you chose to not to participate in the interview. You may withdraw
and stop at any time.
In Service,

Matthew Leisen, MS – Principal Investigator and Researcher
matthew.leisen@go.winona.edu
adultlearner@southcentral.edu
507-774-0070

118
Appendix K: Invitation to Interview Follow-Up Reminder

Dear {First Name, Last Name},
This is a reminder to respond to your invitation to interview as a follow-up from the Adult
Learner Survey.
Interviews will take place over Zoom. We will plan on meeting for one (1) hour, but may not
need the entire time. If possible, please make sure this one (1) hour block of time is in a quiet
location and you will be uninterrupted.
Please respond to this email with the soonest dates and times that work best for you. I am happy
to accommodate to your timeframe.
A reminder that you will be entered into a drawing to win a $25 gift card to Kwik Trip or
Amazon.com. If selected, I will ask which you prefer and mail the card to an address that you
designate. You can stop the interview at any time for any reason without penalty to you.
Once the interview concludes, I will email you a transcription of the interview for your review.
This is where you can make changes, add information, remove information, or clarify
information.
There is no penalty to you if you chose to not to participate in the interview. You may withdraw
and stop at any time.
In Service,

Matthew Leisen, MS – Principal Investigator and Researcher
matthew.leisen@go.winona.edu
adultlearner@southcentral.edu
507-774-0070
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Appendix L: Post-Interview Transcript Review Letter

Greetings {First Name},
Thank you again for your time and conversation during the interview about [Extra-Institutional
Bonded Social Network] during [Phase of Student Journey] while at South Central College.
Please see the attached transcript and make any changes you feel would better reflect our
conversation to be considered in my final data analysis. Please have this completed within three
(3) days, or by the end of the day on Saturday, July 30, 2022 by 11:59pm. If I hear nothing back
from you after that time, the existing transcript will be used.
Please reach out with any questions!
In Service,

Matthew J. Leisen, M.S. (he/him/his) - Principal Investigator and Researcher
matthew.leisen@go.winona.edu
adultlearner@southcentral.edu
507-774-0070
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Appendix M: Congratulatory Email for Gift Card Recipients

Dear {First Name},
Congratulations! You have been selected for one (1) $25 gift card to either Kwik Trip or
Amazon.com.
Please respond to this email with how you would like to receive the gift card. I can purchase the
card electronically and send you the information to this email. Or, I can purchase a physical card
that I’m happy to mail to you at an address that you reply with.
Again, please accept this as a thank you for helping make this research a possibility. I look
forward to hearing from you.
In Service,

Matthew Leisen, MS – Principle Investigator and Researcher
matthew.leisen@go.winona.edu
adultlearner@southcentral.edu
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Appendix N: Entry/Re-Entry: Family Interview Transcript
Principle Investigator – Welcome, River, I'm Matthew. Thanks again for agreeing to do this. We
are here today to talk about your family supports, such as your sister or your significant other,
during the entry or re-entry phase of your student experience at the Participating Institution.
Principle Investigator – First question is, when did you decide you were entering or re-entering
college at the Participating Institution?
River - I decided to start back in Spring 2018. The winter of 2017 is when I decided to return. I
spoke with the company I was at and they needed a little bit more time to accommodate my
return to school. So, the summer of 2018.
River - They needed a little bit more time, and I came back the summer of 2,018.
Principle Investigator – Wonderful. Thank you. Who did you talk to in your family about
entering or re-entering college? Keep in mind, family here can also include a significant other,
spouse, a domestic partner, and so forth.
River - Can I give names?
Principle Investigator – You're welcome to share names. I will just put in an alias, or I will omit
their name entirely in the transcripts. So, for the sake of conversation right now, you're welcome
to use them.
River – My sister [Ester] and my niece [Rianna]. I have 8 or 9 nieces and nephews. So
everybody was supportive. Two of them were starting college themselves, but I would say that's
the main group. My mom was supportive when I went back to school in 2012. She had passed
away into 2013. She was a supportive factor, a driving factor as well.
Principle Investigator – Absolutely. Yeah, thank you for sharing that.
River - Sorry. I was going to say my brother, too. I have 5 siblings, but I’d say two of my
siblings were the most supportive.
Principle Investigator – Wonderful. Thank you for sharing that. Describe their reactions to your
wanting to enter or re-enter college.
River - I expected people to be confused because I had a decent job in a small town that I lived
in, and everybody that I talked to was excited. Every single person I talked to was very excited,
as well as my significant other.
River - I was nervous because I wouldn't be making money. We lived together, and he was just
very supportive in every way possible even financially.
Principle Investigator – Wonderful! Thank you so much. It sounds like confusion at first, but
then that morphed to more to excitement for those who had confusion.
River - I thought it would be confusion and it was not but they were great everybody was super
excited.
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River - I was scared to go back, and that's what drove me to go back – everybody’s excitement. I
did not expect that, which is great because I looked at the influence, this family's social supports.
I can do this! I’m going and that lifted due to that support.
Principle Investigator – That's really great. So how did their reactions make you feel?
River - That I could, that I was smart enough, that I was in a place where I had the support to go
back in every way. Before this, it was five years of only doing a class per semester from the time
I graduated high school.
River - I had to work. I had to do everything alone, because I was very secluded. But then, as I
grew older and made connections with my family, it drove me to go back. I had support that I
previously didn't have too much of.
Principle Investigator – Wow! Thank you for sharing. What did you do with how they chose to
support you?
River - I guess communication was the biggest thing. I interpreted that as being able to talk to
them about my classes and about what to do next, and their opinions. Is that the direction you're
going with that question?
Principle Investigator – So really, it's for you to reflect on how they showed you they were
supportive. If they were apprehensive, how did you work with them throwing that caveat in
there? Another way to look at it is, “Yes, I’m gonna take that positive energy and move
forward.”
Principle Investigator – It’s also an opportunity for you to see their apprehension and challenge
that, and show them that you can be successful is more the angle of that question. So given how
they reacted, what did they say or do if they expressed concerns but still supported you? What is
it you did to compartmentalize, and then use their reactions to make yourself be successful
through this particular phase of the student journey?
River - This might be too positive for what you're looking for, but nobody had apprehensions but
from what I remember. Nobody did. I didn't have to challenge anybody, I feel like I have to do
that more.
Principle Investigator – So now, being out of college, and what I want to do next. Nobody said
anything against your return. Yes! Also, there's no such thing as too positive when it comes to
this.
Principle Investigator – Question 6 is Were there concerns expressed about your entering or reentering college? If so, what were they? You kind of answered that.
River - Yup, No, no concerns. I did transfer to [a university in the MN State System] from the
Participating Institution, when I learned about the transfer pathway. It was the first semester to
transfer in the Business Transfer Pathway from the Participating Institution to [a university in the
MN State System].
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Principle Investigator – Oh, you were in the first group to use the to use the business transfer
pathway?
River - I have to think about what that was like cause that I mean that's not going into the
Participating Institution, but that's a whole different route that I didn't expect to take so I
River - From my memory. I believe that was all positive. For me, transferring to a get a
bachelor's degree that I was not preparing to get was a concern, but I don't think anybody had
concern for that one.
Principle Investigator – Okay, I appreciate that!
Principle Investigator - It's just like I’m taking it all in like. Wow, you got a really cool journey.
Principle Investigator – That is the nature of being an adult learner though in higher education.
You know, adult learners are the majority of undergraduates. They are still functioning and
working with a posy secondary system that was created for elite White men.
River - Yes, transferring to [a university in the MN State System] was so hard, because The
Participating Institution was very diverse in age and in race as well and I saw that in classes and
being a work study at the welcome center. But going to [a university in the MN State System],
people were all young and white. I felt like that was the majority in my specific classes, so I felt
out of place.
Principle Investigator – Facets of the undergraduate experience, whether they're at a community
and technical college or they're at a university, are set up for students between the ages of 17 and
24. Generally, you're expected to do a part-time job, or no job, during business hours. If you can
do that, you're fine. If you've got parent support at home, even better! You have a part time job,
if no job at all? Even better. No course conflicts. There's whole other world out there of adults,
and that's why I’m so fascinated by this research and supporting learners like yourself, who had
the support that you have so.
Principle Investigator – My last question for you today, What else do you want me to know
about your family support, when it came to entering the Participating Institution?
River - Kind of what we were just talking about how it is geared towards that person who has
had the financial support of family and who's young, who looks a certain way, doesn't have kids
and doesn't have to have a job, and doesn't have to have a paid internship/job. Family support is
the reason I went back. I wanted to go back, but it is the reason I went back, because before that,
there was no way. I would have had to work, I would have had to pay for my rent, and so I don't
know how to say that for this, for what data you're trying to gather.
River - Yeah, there's absolutely no way. I wish there was a way that people could go back to
college that don't have support, because I would have been done with college a lot sooner if I
could have gone back without family support.
Principle Investigator – Again, River, thank you for sharing that. I want to reflect back on what
you're saying, as far as my data collection goes, there's no wrong answer.
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Principle Investigator - You can give really organic and authentic answers, and that and that's the
whole point of this qualitative data collection through the lens of an interview. It is an organic
conversation that I go back and look for reoccurring themes.
River - Yeah, there was a financial component. My significant other and I were just starting our
lives together, and went from full time to part time work! How is that going to affect us?
Principle Investigator – There's no wrong answer because it's your journey, and I just want to
know what made that journey possible, given the scope of family at this particular phase in the
journey is how it's broken down. Everything you've been sharing with me has been wonderful.
So Michaela, if there's nothing else what I’m going to do is stop the transcription. But if there is
something else, please feel free to add it.
Principle Investigator – Once we wrap that up, I can stop the transcription, and then that's what I
will clean up, send back to you, then code.
River - I think it's good! I think that you get the point that I couldn't have done it without that
support.
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Appendix O: Entry/Re-Entry: Friends Interview Transcript
Principle Investigator - Hello Salem. Thank you again for agreeing to this interview. The
questions today are seven (7) formal questions surrounding your identified support as ‘friends’ as
being the most supportive when you were deciding to enter or re-enter college at the
Participating Institution.
Principle Investigator - First question: When did you decide that you were entering or re-entering
college?
Salem - It was the summer of 2015 and I worked with the gal whose also my friend. I suppose
that's why I said ‘friend,’ but she is one who really encouraged me. Actually, I helped her with
summer school. I worked at a high school, and she was the math teacher and I was the
paraprofessional that worked with her in the classroom. We sat at the computer one day and
started looking at the Participating Institution.
Salem – Seeing the options got me really excited, because no one has ever really helped or
pushed me to make me do that. In the back of my mind, I wanted to do it, but I just needed a
little push and some support, and she was definitely the person who supported me and helped
send my application. That day we sat there and did it together.
Principle Investigator - Wonderful! Thank you very much. What was your major?
Salem – Office and Administrative specialist
Principle Investigator - Okay. Awesome! Thank you very much. You alluded to this before, and
feel free to dive into details or elaborate on what you described to me already…who did you talk
to within your friend group about entering or re-entering college?
Salem - The gal I just mentioned. Do we need her name? Do you want her name?
Principle Investigator - If you choose to share their name, that's great. Just know that I will be
changing their name once. I publish this…
Salem - …I mean she's my friend. She's the math teacher at the high school.
Principle Investigator - Okay, wonderful! Describe their reaction to your wanting to go back to
college.
Salem - I don't recall her reaction being anything unusual, because that's what we did in high
school was push kids to go to college. You just want them to go on and do the next thing, so I
don't remember her…*silent pause* I think it was just like “you can do this.” This is a good time
for you to do this, because our kids were the same age, and feel we had a lot of shared
experiences.
Salem - We became friends because of that. Knowing that my kids were older and they were
capable of doing things on their own. If I was busy…*silent pause* There was really no reaction.
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Principle Investigator - Being the they had a neutral to no reaction, as you described earlier,
they're the one who sat at the computer with you and collaborated with you on researching
programs at the Participating Institution. How did that interaction make you feel?
Salem - Oh, I was ecstatic! I was excited! I couldn't wait to start, because after I started looking
at the program and the classes within the program…those things really excited me. They are the
things I enjoy doing. I went to school in the nineties here at the Participating Institution, and I
just never finished the program. When I went back in the 1990s, it was for legal administrative
assistance.
Salem - So maybe it was the legal aspect that I just didn't really hone in on. I kind of gave up on
it. I wasn't as excited about it, but this time around, I was more mature. I was ready to do
something different with my life. And yeah, I was excited! It took peering at all those classes and
seeing that those are things I wanted to do.
Principle Investigator - Yeah, wonderful! So, you were a re-entry student by the sound of it? You
began your journey soon after high school, and because of the emphasis you were in, or the
course content you're like, “not quite for me” or “not into it right now.”
Salem - I was really enjoying my social life at the time. I didn't have…and not that my parents
were terrible parents, but they didn't push me like I should have been pushed. “It's time to
straighten up and grow up.” In fact, I always had a place to come back to if I failed. I lived in
Mankato with 4 other girls. So, it was a party house. We went out a lot and they all managed to
go school the entire time.
Salem - I just I think if I would have had that structure or support at home, or maybe just the
expectations for me to do this, that I would have done a lot better back then. But there was never
any expectation. My parents didn't go to college. So maybe that's a factor, too.
Principle Investigator - Yeah. You’re First Generation as well. Wonderful. Thank you for sharing
those things, Salem. Did your colleague, this math teacher, express any concerns about you, reentering the Participating Institution? If so, what were they?
Salem - No, but not at all. They were very supportive. There were no concerns whatsoever, no
concerns about.
Principle Investigator – They weren’t paranoid that you’d leave your current job?
Salem - No, because in fact, she was one of them that encouraged me to apply to the
Participating Institution.
Salem – There were people that made me feel like that job was…[silence] I felt kind of crappy
about. My title as a paraprofessional didn't have to have an education to perform. And
sometimes, although she's my friend, she was one of those people that would talk about
everybody having a college degree and to me that was like, “If I had a college degree…” I guess
she was never saying it to me but I felt that way sometimes. I felt like I’m kind of nobody
because I don't have a college degree, and this is a job anyone could do this job.
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Salem - So there was kind of where I felt like I needed to improve myself. Not that she looked
down on me, but like just there was other conversations like in the teacher’s lounge and stuff.
“Oh, it's just a para - Just a para” like, I know it wasn't a big deal to have that job. That also kind
of worked under my skin for a while. It wasn't just her, I mean, I heard other people say that and
I was like “Well, I don’t want to be just be a para the rest of my life.”
Principle Investigator - That was really impactful to you because you felt like “oh, I’m not
valued. I'm disposable. I don't have a college education. What's my true worth?”
Salem - I don't think she ever meant to do that, but I definitely noticed it, and I felt it and then as
the years went on. Other paraprofessionals, just weren't…I didn't want to be in that group of
people who…I mean I don't know. This maybe wasn’t important, but it was important to me: I
always wanted to dress nice to work. I always wanted to look professional. In the last 15 years
more kids were identified for special education. They hired in more and more paraprofessionals
and girls were coming to work and sweatpants and you know, and it just gave us a bad stigma, as
in we looked lazy.
Salem - This is really time for me just to get out of that, like I didn't want to be grouped with
people that I don't I don't know how to explain it…it was kind of just now a group of people that
were “lower class.”
Principle Investigator - Your attitude with the job was more professional than that of those
coming in, and that permeated the perception about the title of paraprofessional. It is, in fact, a
very difficult and challenging job. Other professionals, not just the licensed staff, didn't see it
that way.
Salem – No. It just got to be really bad. They were coming and hung over. I didn't want to be
part of that group. I sound kind of bitchy, I think, when I say the girls that are still doing it, like
it's just kind of a different group of people now than when I first started.
Principle Investigator – You are reflecting on your experience. There's certainly no wrong
answer. Your candor is valued. I appreciate that. What did you do with how they, in this case
your math teacher and colleague, chose to support you? You already alluded to that but is there
anything else you wanted to add about how they showed you support?
Salem - *silent reflection*
Principle Investigator - What is it that you did with that energy or their choices?
Salem - Well for sure not to fail. I worked at a high school and encouraged juniors and seniors. I
worked with high school kids that their next step was college. I helped them write papers and I
felt like the work I was doing with them now I could be doing for myself. I’m more prepared
than ever to go to college because of classes I sat in, and the work I helped these kids with.
Salem - I couldn't fail. I’m also telling students this is your next step, and so I was also feeling
like I was kind of an example. You can work a full-time job you can go back to college later in
life and juggle everything. You can get good grades. My daughter, who was also in her first year
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of college when I started, was at [a university in the MN State System]. We both were students in
Fall 2017, and I also felt like I had to be a good role model. It's show that you can do all of this
and still have a life. It's prioritizing.
Principle Investigator - Yeah, absolutely! Thank you for sharing that. The last question, formally,
is there anything else from your experience through the lens of friend support as a social support
that you would like to add that we haven't touched on already?
Salem - The English teacher was also a really good friend of mine. Them, and the math teacher,
were very supportive of any need or help I had with any of my school work at any time. They
were willing to always help me and give me any additional knowledge that I sought out. Even
the economics teacher when I asked him. I sat in his class as a paraprofessional and it was the
same class that I took in college. It was pretty parallel at the time with what he's teaching to the
Seniors. I'm listening to it and I’m also taking an online class that's kind of going over the same
stuff.
Salem - They were my friends. They were good. They supported me in every way. They helped
my students if I needed to do some running around. They were just there for support in general. I
don't know if I answered that question for you exactly
Principle Investigator - It's an open-ended question. You did great! Is there anything more that
you wanted to add? You definitely added some information about other colleagues you had in
your previous work experience and how they were supportive. You added how the English
reading courses that were being taught to seniors were similar in content to what you were taking
in your first year of college. There's a lot of parallels there.
Salem - I did have one friend that wasn't so supportive because my social time was taken away. I
wasn't available to do things on the weekends. I chose to do homework first and I’m like “no,”
since I had to use my weekends to do homework, instead of “let's stay up to 2 o'clock morning,
get up early, and just repeat.”
Salem - I had my kids in sports. My evenings were booked with volleyball.
Salem - For the most part everyone to my face was supportive. I you could feel when somebody
would be like “oh…,” kind of let down that you can't do something.
Principle Investigator - They valued their social time with you and felt that you being in school
was detracting from that. Well, again that wraps it up for our formal questions. Thank you again,
Salem!
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Appendix P: Entry/Re-Entry: Work Interview Transcript
Devon - Okay, let me close this door!
Principle Researcher - No worries! Before we start, I will have the live transcript on, because this
will be what I take to code, and send back to you to clean up, omit, or clarify anything.
Principle Researcher - I have 7 questions. I would like this to be a relatively organic
conversation, because given my research, and what I’m aiming for, as the best data collection is
having a conversation.
Devon - Okay, perfect. I'm all about that, perfect! When did you start at the Participating
Institution?
Principle Researcher - Yeah, I started at the Participating Institution in May 2020 and the
reconnect program. I worked with adult learners who began their journey and then stopped out.
The idea was to bring them back, to reengage them, to complete their credential. It was a really
cool program, so I’ve been with them since May 2020. The program ended, and now I'm a
regular academic advisor since July of [2021], and I've been living in Mankato area now since
September [2021].
Devon - Perfect. Yeah, we live a block away from the Participating Institution. Well, I basically
go to my driveway. I look out and I see the college!
Principle Researcher - Yeah. They had an event there last night. So they were open late. If you
saw people going in and out at 7 o'clock that was an Open House.
Principle Researcher – [Devon] thanks again for doing this!
Principle Researcher - So I’m a doctoral student at Winona State University, and I’m centering
around researching how the social bonded networks that adult learners had when they attended or
were attending the Participating Institution influenced their experience there. There's so much
research about the supports on campus like, such as financial aid, academic advisor, student
services, or faculty student really connected with is what I want to know about.
Principle Researcher - You identified Work as being your most supportive when you were
thinking about coming to the Participating Institution or coming back to the Participating
Institution.
Principle Researcher - My first question to you is, when did you decide you were entering or reentering college.
Devon - Well, I had always wanted to go back [to college] once my kids were all in school.
Devon - When I took this job, they had a program about this role, and I wanted to learn more
about what I was doing. They told me they worked a lot with excel software. We also have
another program that we have to share with our like the mechatronics program.
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Devon - I didn't need for the full mechatronics program because I wasn't going into maintenance.
I was doing more material science, type things. And so one of the things that I wanted to learn
moreover was an industrial background.
Devon - So [Work] said “Oh, you know we have other students, or we have other employees that
go during work, and we support that like we definitely want you to learn even from back here. If
you have questions. we're learning and a lot of better support our employees. We have mentors
on site here to help you with anything.”
Devon – I can take just one class at a time, and it was going well. I also have a family and a
husband, so it was a little challenging at the time. His work wasn’t as flexible or supportive.
Principle Researcher - Wow, yeah. Thank you for sharing that, Devon! Part of this too, is there's
a whole other body of research that can be done about who or what wasn't supportive and that
could tell me about what you did to overcome. I needed to be careful about designing this
research to make sure that I say focused because I’m fascinated by questions such as, “why
wasn't your family supportive?”
Principle Researcher - But I need to stay on track and I was focusing on what you identified that
worked for you. Thank you for that and for sharing.
Principle Researcher - Who did you talk to in your workplace about entering or re-entering
college?
Devon – So, it was first my direct supervisor, and then we went to HR, Our human resources
development. My supervisor/manager said, “this is what we were gonna do.”
Devon – She presented her personal development plan. “This is what we need to grow in this is
how we're going to help her (Devon) get there.” The plan went to HR and that's when they said,
“Oh, The Participating Institution!” like “Okay, great it's close; perfect!”
Principle Researcher - Awesome. Thank you very much. Describe their reactions to your
wanting to enter or re-enter college.
Devon – Excited. Very excited! This company is very supportive if you want to learn they will
help you learn or help you find the tools to learn, so I did. There was no opposition with any of it
like, I think the only opposition we have now is the whole financial thing. They are very helpful,
fantastic, and wonderful.
Principle Researcher - Thank you for sharing that, Devon!
Principle Researcher - How did their reactions make you feel?
Devon - Important actually. I felt very important. I felt valued. I felt like I became a valued
employee. I was already valued, but it just added more value for me, and they were allowing me
to expanding role.
Devon - You know, that would be the best way to keep adding value to my own job, being able
to understand it better - taking an active role in how I was doing and allowing me the extra time
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to understand my struggles in certain areas. I'm gonna pull this person's (co-worker/supervisor)
time or whatever that I needed.
Devon - It felt it felt good. Very confident. Yeah, confidence. Excited, Valued; definitely
wonderful.
Principle Researcher - Did they express concerns about your entering or re-entering college?
And if so, what were they?
Devon – They didn't really have concerns about my capability, or the amount of time it was
going to take, or anything. They really didn't. There wasn't really a concern. They just are like,
“Okay, go ahead and learn. Let me know if you need help” type thing. So, that's great news!
Principle Researcher - So they said “We will work with you, to learn and grow.” There were no
like, “Well, fine. But, we got to throw you on third shift kind of thing.”
Devon - It was. If I had classes on Tuesday and Wednesday and they'd allow me to leave for
those times and work later on another day. That's how I know another gentleman that's in the
program and has now graduated.
Devon - They were very flexible with working with any of the individuals that have gone
through any of the pros there just being flexible with their schedule. It's been a great opportunity
to me.
Principle Researcher - That's phenomenal. Thank you for sharing that. You kind of touched on
this already, but I’m formally going to ask the question: What did you do with how they chose to
support you?
Devon - In regards to what?
Principle Researcher - What did you do with how they chose to support you? In other words, if
you had positive support, what kinds of things did you do? Where you felt you could do this type
of schooling, rather than you be in a workplace where you didn't have 100% support?
Principle Researcher - How is it that you worked with their choices, and how they're going to
support you?
Devon - So one thing I was able to do was flex my schedule. I was also able to bring homework
with me on site instead of just taking it home. If I had 10 min here, there; you know, whatever
downtime.
Devon - I could sit in do that like I was able to implement any of that. I could ask questions
about some of the applications that we were working with and I could talk about some of the
manufacturing things. I haven't been exposed to that before.
Devon - I was able to go to the other areas of the plant or the company, and kind of look at things
check things out. I could shadow for a little while, or things like that. So those are some of the
things that I chose to do. Just reaching out and taking advantage of the things that I was learning
at self level, and then to actually help them to sink in.
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Devon - They apply to my job was really, really, really helpful!
Principle Researcher - That's great. With that we're at question seven (7) officially. Is there
anything that you would like to add?
Devon - Oh, my gosh! I’m grateful for my opportunities with the Participating Institution and I
never did finish my degree, but I would love to go back there, finish it. I'm more settled. It's been
wonderful having a company that really supports and adult under going back.
Devon - It's so helpful and it just opens up a whole other door, especially because there's so
much responsibility at home, and with trying to juggle everything and have the support here
makes it makes the experience just great just absolutely great.
Principle Researcher - That's wonderful! Great! I will officially end the transcript and I will
officially end the interview for the sake of data collection.
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Appendix Q: Persistence: Family Interview Transcript
Principle Investigator – Lauren, hello again, and thank you so much! A reminder that you can
request that all data that you give be stricken from the record and that you may stop at any time.
Principle Investigator –A reminder that you answered ‘family’ for being your most supportive
when you were persisting, or in progress, for your degree.
Lauren - Correct!
Principle Investigator - Wonderful. So, first question; did you feel supported by members of your
family when you were in school at the Participating Institution?
Lauren - Yes.
Principle Investigator - Wonderful! So, given that they showed you support, how did that look to
you?
Lauren - Well, when so, when I say family, I’m meaning like the ones in my household. They
showed support by like I mean as a mom, especially a mom of 5, like my days just never stop.
I'm always cooking, I'm cleaning, I'm doing laundry; whatever, and when you're also a full-time
student, you just don't have any time.
Lauren - My family really just made sure to step up and fill in the blanks when Mom had to be
busy doing school work or I was in a couple of different groups for classwork. When I was doing
school activities, they're all just really supportive of me needing to have that time.
Lauren - Even if it meant taking away from the stuff that they kind of got used to mom being
there for doing around the house. My husband was always just really supportive. Years before he
had gone back and earned his degree at a For-Profit Institution. He returned the favor such as
picking up all the slack, did all the things, whatever I needed him to do so that I could get my
degree finished!
Principle Investigator - That's wonderful! What changes in your relationships with your family
did you witness or experience while you were in school at the Participating Institution?
Lauren - Changes within my family, like duties and responsibility at home?
Principle Investigator – Yes. It could be relational dynamics. Whether it was like between you
and your husband, you and your daughters, you and grandkids, etc. However, that played out.
Were there any changes in those capacities?
Lauren - Sure. *daughter gets into the car* Okay, she's here now.
Lauren - Can I ask [Sadie] for her input on the last question?
Principle Investigator - That could be valuable.
Lauren - The question was ‘How do you think?...’ I forgot the question. Oh! How do you think
our family dynamic changed while I was at school at the Participating Institution?
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Lauren - *daughter not verbally responsive* No, she's on the spot, haha! Well, [Sadie] being one
of the older kids. They (children) all had to step up with being responsible for the younger
siblings. This way, Mom could have her time getting school work done. I think I was a good role
model, because she then, went to school herself shortly after, so that's great!
Principle Investigator - It sounds like you were kind of describing the dynamics between you and
your older children. They were assuming some additional household responsibilities that you
would have otherwise had. What would you say your husband did to further support you when
you were in school?
Lauren - Well, first of all, I stopped working and so he had to take on the bulk of the financial
responsibilities. I did most of the kids stuff, such as the running around. I take them to all their
appointments. I do all the school stuff, and he just really had a kind of take that place when I
didn't have the time.
Lauren - *daughter leaves car* Yeah, he just had to step in and do those roles that I typically do
just so that everything could still get done.
Principle Investigator - Wonderful. That’s it, as far as the official questions driving this
conversation. These questions were really just designed to talk about the individual relationships
within the family, the shifting in dynamics, and how individual family members stepped up and
filled roles while you were allocating the time and the energy to school work.
Principle Investigator - I feel that we touched on those very well today. Is there anything else that
you’d like to add that I didn't ask that you that you feel is important for me to know about an
adult learner who has identified family as their most supportive network when they are in school
Lauren - I'm not sure. I just know going back as an adult having a family it was just really
important to me that if I was going to take the time away from my family and having to step back
from what they were used to with me being at home. I was going to put 150% into school, and I
was saying this to a student that was there (at work) today.
Lauren - I heard her (the student) comment about wanting to take advantage of her resources,
and I thought “that's exactly the kind of attitude I had going in.” If I was going to do this, I was
going to put my everything into it, and I wanted to utilize all the resources I could, and really just
give it my all. My children and my husband were so supportive of allowing me to be able to do
that, and to get the classes done and get the degree. I was just so grateful for them and my
extended family, even though they didn't have so much in the day to day stuff.
Lauren - They were also just really proud and supportive of me as well. I was graduating in the
pandemic and didn't get to experience the walking across the stage. They all surprised me with a
car parade. They drove by my house and honked and threw gifts out the window! That really
showed me a lot of support, too.
Lauren - I'm definitely glad I went back. I think being older, being an adult going back does have
its challenges, but I also think I knew more of what I wanted to get out of it as an adult, than
when I was fresh out of high school.
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Lauren - That's what I got!
Principle Investigator - Lauren thank you so much again. A reminder to you that what I’m going
to do is downloading this transcript and clean it up and sending it back to you for review to add,
omit, or clarify anything you shared with me today.
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Appendix R: Persistence: Friends Interview Transcript
Principle Investigator – Dakota, welcome and thank you so much for agreeing to do this! Today,
we’re talking about friends as being the most supportive social extra institutional bonded social
network during the time you were at the Participating Institution going for your degree or your
credential.
Principle Investigator – So the first question is, did you feel supported by your friends when you
were in school at the Participating Institution?
Dakota - Yes.
Principle Investigator – Wonderful. Can you talk a little bit about that? How did that support
look to you?
Dakota - For me, it was it wasn't necessarily the friends I already had, it was the friends I made
while it was there, so we would study together. We would push each other to do better,
especially in the Human Anatomy class. That was little rough, but in instances like that, the
support was wonderful.
Principle Investigator – Human Anatomy, by the way, is still tough.
Dakota – Yeah, I’m a nurse.
Principle Investigator – That’s great! Congratulations. So were there times they did not show you
support? If so, how did that look to you?
Dakota - There were times when maybe they weren't as supportive or they were more of a
distraction rather than a help. Sometimes they were a bit of a distraction like if we were trying to
study and we just weren't into it at that moment or one of us wondered off topic, and it would
take a lot longer. But we got there!
Principle Investigator – I'm glad you got there! That's great. What changes in the relationship
with your friends did you witness while you were in school at the Participating Institution? This
can be friends who you had prior to coming into school, or this could be friends that you made a
while here. If so, how did that relationship change over the course of the time?
Dakota - It was different for each of the friend groups. For the friends that I made while I was in
school, those focused on the classes and the work and the shared experiences in there. My friends
outside of the Participating Institution got a little a little distant while I was going through the
course work because I was busier and I didn't have as much time because obviously they weren't
taking the classes.
Dakota – That said, we didn't have anything shared with in that so we having less time to spend
outside those distanced a little.
Principle Investigator – With those relationships and friends outside of the Participating
Institution, once you graduated or transferred, did they rekindle and go back to kind of what they
were pre-Participating Institution ?

137
Dakota - I was able to reconnect with them, and surprisingly, the ones that I made while at the
Participating Institution. I don't really see anymore at all. I’ve lost a touch with them. It was like
we exchanged phone numbers at the time, and we texted each other, you know, Facebook and all
that stuff. But throughout the years, people have changed their phone numbers.
Dakota - I don't see them on Facebook anymore. I really think there's only one person that I met
at the Participating Institution that I still talk to.
Principle Investigator – It's amazing how the bonds that you form when you are part of a shared
experience can lend itself to being strangers once that experience is over. Once you're done, it's
like it was almost like never there.
If I may share a very similar story…
Dakota - *nods head and smiles*
Principle Investigator – I began my doctoral journey at St. Cloud State University. I moved up
there and I lived on campus as a graduate intern for Housing. There were other colleagues in the
program who did that, and we were the best of friends. I leaned into them for a lot of things; lots
of support, emotional support, academic support, and personal support. Now, it's like they're total
strangers. Their numbers are in my phone, but it's they've been sequestered to collect dust.
Dakota - Yeah.
Principle Investigator – You look back and are like, “Wait, how do we get here?” We all lost
touch to an extent it's really hurtful. At least for me.
Dakota - But for me, I don't know if mine was because I was only there for a year before I
transferred out. If that had anything to do with it but yeah it it's very possible.
Principle Investigator – Your experience at the Participating Institution concluded with you
transferring out?
Dakota - Yeah, because I was going for nursing and they wouldn't let me be flexible with the
courses. You couldn't go part time and I was also working full time. I just I couldn't do both. So,
I needed a program that would allow me to tailor it to the schedule I needed. So I had to transfer
out.
Principle Investigator – Okay. I'm glad that you found the program that worked well for you.
Dakota, since there were three (3) stages surveyed, do you recall who was the most supportive
when you were entering at college, and then, whether you transferred or graduated? Do you
remember who you identified as the most supportive when you were transferring?
Dakota - When I was transferring…let's see…I would probably say family. I think it was family.
Principle Investigator – Right on. Well, Dakota, that concludes the questions I have for you
today. The last official question that I'm asking: Is there anything else you would like to add in
regards to your friends being the most supportive, bonded social network while persisting, or in
your course work, at the Participating Institution? That we did not touch on?
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Dakota - I don't think so I think it was just mostly about like the shared experience that really
bonded us together. We were the same age going through the same thing. So, it was a lot more
intense than any support that you get from a family member, or anything similar that way. Well,
most important to me.
Principle Investigator – Wonderful, Dakota! I'm going to stop the transcription now. A reminder
to you that you will be getting a copy of the transcript from today and you will have the
opportunity to add, omit, or clarify anything we talked about today.
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Appendix S: Persistence: Work Interview Transcript
Principle Investigator – Hello and welcome, Remington! Today, we are talking about Work
being the most supportive for you while you were persisting towards your credential at the
Participating Institution.
Remington - I didn't fully graduate from the Participating Institution. I did go to school there,
and so I did have time with the instructors. I wasn't supported in that environment fully. I was
doing two (2) campuses. I was at one campus close to work and I was traveling to the other
campus in the wintertime. I had a full-time job with the union at night. I was in the student
senate, which was the community part.
Remington – I was taking a math class, but with our personalities, the math instructor was very
hard to speak to, and he was somebody that was hard to approach. I wasn't understanding what
he was teaching. Three (3) methods every day on math, and I just wasn't catching it. When you
would go to approach him he didn't have time, or he was never around. So, I couldn't say “Hey,
what can I do for extra credit?” I can't fail this class, so I think that's what I didn't have. I didn't
know where to go.
Remington – With all that was going on, I think just got lost in translation myself.
Principle Investigator - That's and that's understandable. It sounds like you were involved on
campus, which is great, first of all! It sounds like with your situation, you had split identities.
You had like [one city’s] identity and then [another city’s identity].
Remington – Right!
Principle Investigator - You had a life outside of that and so you know that's where this research
really important to me. There's so much research about institutional supports, whether it's student
senate student, activities, academic advising, disability services…I could go on the list is endless.
What really intrigues me, though, is, did you at any time when you were persisting…you were
working when you were going to school?
Remington - Yeah, I was doing 21 credits and I was working full time.
Principle Investigator - You were in 21? You would have needed special permission to sign up
for that extra credits. Wow! So, if I may, you said you worked with the union. Where did you
work?
Remington - I was just working at a canning company which was part of the Union. I liked the
job because the GM of the corporation. They allowed me to do my homework on the line. I
mean, how else was I gonna get it done?! I was driving all the time! I had little time to study,
because I was working supporting myself. I mean I was getting my higher education, because I
didn't want to live the life that I was living; always hustling, bustling…always busy. I was never
able to catch up. I think that just supported me in that environment.
Principle Investigator - Yeah, absolutely!
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Remington – I also didn’t have that guidance. Maybe somebody saying, “whoa! Your grades are
slipping.” Not that it was their responsibility, but I didn't have that.
Principle Investigator - Your grades are slipping. What can we achieve together? What can we
do for you?
Remington – Yeah!
Principle Investigator - That's where us now, we have now have seven (7) advisors at the larger
of the two campuses full-time between 2014 and 2019, which are the list of students I pulled this
research to survey I believe, you had three (3) academic advisors who were full-time. They were
part-time admissions as well. They were doing admissions pieces as well as academic advisor,
which is a lot. We've been split and we are now purely academic advisors.
Principle Investigator - The idea is, people such as yourself, identified those gap areas and said,
“look, this is a problem. No one's getting a hold of me.” Honestly, there's an onus for the student
to know what's going on in their life academically.
Remington - Yes
Principle Investigator - However, there's also the job of a student services or a student support
person to say “Hey, we've noticed this in your class, or you know we've noticed that you stop
attending what's up? It's been a few weeks and I’m checking in. How are you?”
Principle Investigator - While you were working toward a credential you said that your boss
allowed you to do your homework while on the line, which is a huge support. That's an example
of how work as its own network away from the Participating Institution is helping you with your
work towards your credential.
Remington - Yeah, and I think, too, some of it was…it wasn't like he just allowed it. I think I
was so overwhelmed at that point right when I took the job. He had come by and seen it, and I
had said do you mind that I’m in school full time, and I don't have time to study. “As long as
you're doing your job, absolutely” he’d say to me. It was a great gig to have and to be able to
work at. It was [a local factory] which is in the city I lived in, right by the campus. I was away
from family. I was alone and by myself.
Remington - I came to area all by myself. I mean, I was all alone. Everything that I did and
everybody I met was either through work or through school.
Principle Investigator – That’s why you didn't identify family at all because you were away from
them down here. So it was community. It was work, or maybe they're just there was a complete
lack of support?
Principle Investigator - I have three (3) questions surrounding work as it pertains to your
persistence, or again, your time working toward a credential at the Participating Institution, and
the cool thing is you've touched on a lot of them already. I just have to formally ask the question.
Remington - Yeah.
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Principle Investigator - So the first question is, “did you feel supported by members of your
workplace when you were in school at the Participating Institution?” I worded it that way
because members could be colleagues, those you served, or those who served you.
Remington – Yeah, and definitely. There was value definitely from my GM.
Principle Investigator – Okay.
Remington - The idea that I was able to do some homework on the line as well. I don't know
much as my coworkers, you know…cause I was it. It was an isolated position. Everyone was off
kind of in their own area, so it was kind of like…I would hide under the machine. I think there
was some stares, but I knew that I had the support of my boss, who oversaw everything.
Principle Investigator - It helped that you felt supported by your GM, even though your
colleagues, those who were like your equals, or your counterparts on the same part of the floor,
may have been like, “what is she doing? Why does she get favor?
Remington - It wasn't necessarily a favor. There was that: “Why do you get to do something, and
I can't look at my phone?”
Principle Investigator – Absolutely. Thank you for sharing that. If they showed support, which
sounds like they did, how did that look to you?
Remington - So the support would definitely just come from my supervisor, the GM. That’s why
I didn't get written up. I didn't get talked to about the homework. My coworkers may have joked
with me, but they knew that I was doing something serious. So, at the end of the day, I was
bettering myself. There was a support there. I wasn't hounded. I wasn't given any grief over it,
and I was allowed to do it. There was an acceptance piece from my supervisors that just accepted
that I was going to be doing that when I could in a time where it didn't affect my work
performance.
Principle Investigator - They lived in this gray area where they're like, “Hey, look, you're here
doing a thing that we're paying you to do, and as long as that's priority and done, use your time
and your energy to aspire toward this other goal that you're wanting to achieve in your life.
Remington – Yeah.
Principle Investigator - That's really great! What changes in the relationship with members in
your workplace did you witness when you were in school at the Participating Institution? This
can be at the canning factory, this could be within Student Senate as time evolved. So again,
what changes in the relationship or relationships in the workplace did you witness while you
were in school at the Participating Institution?
Remington - I think time itself gives you the ability to get comfortable with people and start to
get to know people. So that aside, I think I just got comfortable with the structure of what my
schedule looked like, and the people that surrounded that. The Student Senate, being a part of
that, was something fun for me. It was something fun to do, so it kind of lightened the mood in
my very chaotic life as well as my co-workers. I got to know them better. We got to be more
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personable. They got to know what made me laugh. I got to know what made them laugh, so it
lightened the mood.
Remington - So, all in all, this is what humankind is about. Just when we learn each other, we're
learning what makes each other tick. ultimately like me, I'm somebody who chooses love in all
forms and fashions, whatever it may look like, and I want everyone to experience life as God
intended it to be. We're supposed to have this heaven centered life. I think that was somewhat
allowed in those relationships that were formed. There was joy found in those friendships in
Student Senate. It was very light hearted. There was peace found at work being able to do my
homework because they, my coworkers, looked the other way and made it a lot less stressful.
Principle Investigator - That's so wonderful. So, you had the support of your workplace, at
school, you had support from your workplace outside of school, and that's really important,
because you know you're tying in spirituality, you're tying in homework, you’re tying in, being
away from home, and all that goes into our various facets of wellness. It sounds like you were
very balanced through time. You were able to find a good center for your time at the
Participating Institution, your time with Student Senate and your time, and working in the city
close to you.
Principle Investigator - You gave me a lot of additional content, and I know through the course
of our conversation. Those are the three (3) formal questions I have for you. My follow up
question is there anything Remington, you want to add that you feel is important for me to know
about your social support networks outside of the Participating Institution?
Remington - No, I don't have anything to add okay
Principle Investigator – Well again, I really thank you so much for your time. I’m going to save
the transcription.
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Appendix T: Transfer/Graduation: Family Interview Transcript
Principle Investigator - Without further ado, welcome Quinn! We are talking about family at the
transfer/graduation phase. The first question is, how did you leave the Participating Institution by
the end of the 2018-2019 school year, whether it was transferring, graduating, stopping out,
dropping out, or graduated?
Quinn – Graduated.
Principle Investigator - What year did you graduate?
Quinn – It was December of 2017.
Principle Investigator - What was your program of study?
Quinn - It was Information Systems. Basically, it means computer programming
Principle Investigator - So you graduated and described to me right how your family was
supportive of you earning your credential at this stage.
Quinn - My family right now consists of me and my husband. Our children are all grown up and
out of the house, so it's really just him who's the main support. I mean, not that anybody else
didn't support, but I mean he just was very accepting. I had gone back to school because I had
lost my previous job, and he stepped up in several ways. One is that he worked more so that we
had some income to make up for my missing income. He also does a lot of around home, which
left me a lot of time to do homework and work on my schooling.
Principle Investigator - You had emotional support, verbal support, and so on.
Quinn - Very much.
Principle Investigator - Sounds like you really faced a lot with the job loss. Then your husband,
stepped up as if to say, “if you want to go back and retool your skillset and experiences, this is
how we can make this a reality.” That's really wonderful. You be alluded to this before, Quinn,
please describe the changes of the members of your family once you graduated.
Principle Investigator - To elaborate on that, talk about the behavior your husband had during
when you were earning your credential leading into graduation and then we can talk about to
how the relationship changed, if at all, once you were graduated.
Quinn - I don't know if it really did change. He did cut back on his hours again, so he had been
semi-retired, anyway, just because I had a pretty good income. He was working part time for a
long time before all that happened. He went to nearly full-time while I was in school and since
I've graduated and been back to work, he is now back to the part time hours that he had. He's
retirement age. He's technically retired, he just has a retirement job. It's about as much as he
worked before. He continues to be very helpful around the home, so that really hasn't changed.
Quinn - I’m blessed with an extremely supportive, wonderful husband and so no matter what,
he's always emotionally supporting me. He hasn't studied the things that I work on, so he's not
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able to help me with the actual school work, or the actual work that I do. That's not something
that could have changed because that's not in the capacity that he has, but I’m trying to think
what other I mean have more expectation that we'd have a joint income now. There's never been
any pressure about that, so he's been always very supportive.
Principle Investigator - That's really wonderful! You talked about having your husband, and in
the in the broadest sense family.
Principle Investigator - Quinn, I appreciate that!
Quinn - I’ve graduated twice before so that wasn’t a that big of a deal for me to walk, and I think
it was at a time when we were busy with something else. I’ve never been that big about
ceremony, anyway.
Quinn - I never did walk in through the ceremony in my original undergraduate degree. When I
got my PHD, I did walk through the ceremony, because that's a little more special. This time I
didn't
Principle Investigator - I appreciate you bringing that to the table. I had no idea that I was talking
to the holder of a doctorate. That's pretty wonderful! Quinn, is there anything that you would like
to add that you feel is important when it comes to the family support at this particular phase in
the in the student journey; in your case, graduating from the Participating Institution when you
did?
Quinn - I'm trying to think about. My parents are still living, and they were certainly proud of me
and supportive just in they didn't have to do, any kind of support. But they're certainly supportive
in just the fact that I would go back to school at such a late time, and I think it's also maybe just
helpful that and they're quite elderly, and just that I didn't have to take care of them during that
time. Well, I still don't really have to take care of them too much. That's a family thing that sort
of lightened my burden.
Quinn - All of our kids are independent, and most of them are married with kids of their own. I
had a pretty easy time of it in that sense. My family supported me by not needing my support, if
that makes any sense.
Principle Investigator - It makes perfect sense. Something else, too, are the facets of wellness.
Human beings had a finite amount of capital to allocate to those facets of our life. When one
facet is in demand of energy more than usual, it has to draw energy from other facets, and so it
applies to what you were saying. You had you had the luxury, the privilege, or the circumstance
of not having to be a caretaker of your parents, your children, or your grandchildren.
Principle Investigator - They are all living in their own sustained circumstances. You were able
to then focus on your life with your husband and your studies at the Participating Institution. I
really appreciate you sharing that thank you. Quinn, with this particular phase of a
graduation/transfer there weren't a lot of questions that organically came out of the literature
when I was doing the lit review and formulating my questions.
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Principle Investigator - We kind of touched on the fourth one that was describing changes of
your family members. You described how there wasn't a whole lot of change from your husband,
And then I asked the follow up questions about anything else you'd like to add and you provided
lot more robust follow-up. So, with that, that is what we have. You had also mentioned
institutional support?
Quinn - I appreciated the financial support because of the workforce reduction, and so many of
us lost our jobs. Because of that, I lost my job and there was a program within the State of
Minnesota that actually paid for my tuition and books. It made it even easier for me, to go back
to school and I don't know if that comes into play anywhere. But that's a pretty big deal, and so
yeah, I greatly appreciate that that they paid that for me because that can be a barrier. Even if you
have everything else working fine.
Principle Investigator – Absolutely! The beauty of this qualitative data collection through the
interview format is, there's no wrong answers. These five (5) social supports that were identified
in the survey were extra-institutional; so, living away from the Participating Institution, and there
was some pushback on me by my colleagues to say, “how are you handling money? How are you
handling financial aid?”
Principle Investigator - That’s arguably institutional? If it's from financial aid, or scholarship, it’s
extra institutional. If it's coming through a situation like you described, Quinn, where it's like a
workforce thing, or if there's a grant for those who are displaced workers, dislocated workers,
etc…. it’s thought provoking and I’m thrilled you brought that up. Now I get to talk about that in
my future research, how would that money aspect be handled?
Quinn - Can you remind me what the other categories were besides family?
Principle Investigator – Yeah, so starting with family, we then have friends, religious, spiritual,
work, and community. And the question was “which one was the most supportive, the most
formative or supportive at this particular phase in your experience? I asked about the three (3)
phases, so entry or reentry, persistence, and then graduation/transfer. I had students rank them
and say, just tell me what the most important for formative one.
Principle Investigator - From there is what helped determine who I was going to interview, and
why.
Quinn - I would still say, family of those five (5) is wonderful.
Principle Investigator - But it sounds like, you know there are other social networks that play
into the experience. Thank you again, Quinn!
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Appendix U: Transfer/Graduation: Friends Interview Transcript
Principle Investigator - We are off and running Hayden. Thank you again. You will have the
opportunity to see the transcription after I've cleaned it up to you want to omit change, or add,
add any information that will be your opportunity to do so. From here, I will code the
transcription for my qualitative data. At that stage you're still able to say you don't want your
data shared.
Principle Investigator – You identified your friend supports as being your most supportive or
formative during the graduation or transfer phase when at the Participating Institution.
Hayden - Correct!
Principle Investigator – Wonderful. So, diving into friends…Hayden, how did you leave the
Participating Institution by the end of the 2018- 2019 academic year?
Hayden - I transferred from the Participating Institution to a University in the MN State System.
Principle Investigator – Wonderful, and if I may ask, what is it that you then studied at the
University in the MN State System?
Hayden - Yeah. I graduated last year with a bachelors in Human Services, Leadership, and
Administration. I’m also in my masters program, right now.
Principle Investigator - Congratulations. That's really exciting, and are you doing your masters at
the University in the MN State System as well?
Hayden – Yep.
Principle Investigator - Okay, wonderful. Thank you again for that. Since you transferred,
describe your friends’ support with the process of your transition to another college, or
university, in this case the University in the MN State System.
Hayden - So in terms of transferring it was a little bit more difficult. During my time at the
Participating Institution, my friend group was great. Transferring was a little bit more difficult.
Principle Investigator - In what way did they support you? As in, what were their behaviors like?
Hayden - Yeah, so a lot of my friends were on the Student Senate at the Participating Institution.
They were able to hold me accountable, and I was able to check in with them, and they just
validated me a lot, and I felt a sense of community there.
Principle Investigator - That tied you need to the Participating Institution having those friends
there which is really helpful.
Hayden – Yeah.
Principle Investigator - I appreciate you sharing that, Hayden. We're the friends that you're
describing already established prior to your time at the Participating Institution? Or, are these
friends that came about because of your time at the Participating Institution?
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Principle Investigator - That's awesome so you formed that friend group once you were there,
were you want students in it as well.
Hayden - Yeah, I was a student president and 27 years old.
Principle Investigator - Wonderful! Thanks for sharing that. So Hayden thinking about the
friends you formed while at the Participating Institution, and thinking about how they were
supporting you while you were there, describe the changes in those specific friendships once you
transferred to the University in the MN State System.
Hayden - I would occasionally do visits back to New Ulm where I lived for five (5) years and
when I was, I would go to see friends in North Mankato. So, I would keep in touch in other
ways, like gaming groups and Facebook messenger. Just social media, mostly.
Principle Investigator - You had your gaming community supports and through social media that
were not gaming related explicitly. You also physically made it a priority to then go back to
campus and do occasional visits being that New Ulm was about a half hour away.
Hayden – Yup.
Principle Investigator - Wonderful. Okay, Hayden, is there anything else you would like to add
that you feel would be important for the sake of this study when describing how your peer
groups, your friend groups, who were supportive during this time that you were moving away
from the Participating Institution and up to the University in the MN State System. It could be
any facet.
Principle Investigator – For example, it could be the moving piece, it could be financially, it
could be academically, emotionally, and so forth.
Hayden - One thing that helped transfer was hearing all of the different plans. Some went to a
University in the MN State System and some were going to the Land Grant Institution in MN.
Hearing their academic plan what is really helpful and reinforcing with what I wanted to do.
Principle Investigator - That's awesome! It's cool when you can come together as a friend group,
and share all the different parts of your journeys, and you can still come back to that piece or that
particular chapter in your life that brought you all together.
Principle Investigator - How would you describe those friendships now? Are they still strong?
Have they moved to more professional acquaintances? How would you describe those
friendships as their existing now?
Hayden - I would say much more of just acquaintances at this point. I think if some are to reach
out I would definitely reach back out to them.
Principle Investigator - Thank you very much, Hayden. Is there anything else you'd like to add,
before I stop the transcription?
Hayden - *shakes head*
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Principle Investigator - Okay, wonderful! So I’m going to stop the transcription now. Thank you
again!

149
Appendix V: Transfer/Graduation: Community Interview Transcript
Principle Investigator - Sam, welcome! Thank you for being willing to participate again. My
name is Matthew, and just know again, at any point you can stop this interview. On your survey,
you selected ‘community’ at the ‘transfer/graduation’ stage from the Participating Institution.
Principle Investigator – My first question for you is: how did you leave the Participating
Institution by the end of the 2018-2019 academic year? Did you transfer, stop out, or graduate?
Sam – Sure. I graduated. I believe it would have been the winter of 2016. December would have
been my last semester there. I went into registered nursing. I had a pause, and then I waited until
about August of the next year to restart school. So, not technically transferring. I went on to get
my bachelors and masters as well after resuming school that next August.
Principle Investigator - That's awesome! Congratulations! Any kind of a break after a graduation
is not technically considered stopping out, thus you graduated, which is great. So,
congratulations! You went on to get your masters in nursing and that's great.
Principle Investigator - How were the members of your community, supportive of your earning
of your credential?
Sam - I kind of took that as a broader term. It still includes my friends, family, [and] church. I
kind of included my Participating Institution’s community also. It just because the nursing cohort
that I had was very close. We were a small group. It just seems like everybody around me was
just extremely supportive of me doing this at that point in time.
Sam - It was a really interesting experience!
Principle Investigator - That's wonderful! You would define your community in a generalized
statement of family, friends, church members, and other nursing students. Okay, wonderful.
Please describe any changes of the members of your community once you graduated.
Sam - Quite a few of the members of my cohort stayed in touch for quite a while after
graduation. We kind of had a group text going of you know “who's working, where? How can
we use each other as references?” That type of thing. As far as my community: family, friends,
church; not much has changed there. I guess it's been about the same and they've been equally
supportive along the way…the rest of my educational journey as well.
Sam - I live in a very small community, so it's a nice supportive atmosphere.
Principle Investigator – Wonderful! Again, with community, you used it in a broader sense, with
the community you live in, as well as those you went through your academic program with.
When people define community, that means a lot of things to a lot of different people. You took
that and made it your own and made it very applicable to where you are with family, friends,
church, work, and school as well. Sam, is there anything you would like to add about your time
at the Participating Institution and the type of support you received while you were here? I’d like
to hear more about how your community supported you specifically to the community outside
the Participating Institution.
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Sam - The nursing faculty at the time is very supportive. It was during the time when the nursing
program was just kind of finishing the accreditation phase. They were very, very supportive, in
every aspect of the program. We generally did have study groups that, even during the
summertime, and through passing boards. Stuff like that.
They're was usually about five (5) to seven (7) of us. I would say that we’d do that on and off
during school as far as I can remember, all of the academic advisors, and you know, financial
advisers, and all that. They were all as supportive as they could be. It’s been a long time, so I
can't remember the specifics when I went there. I was always supported in everything I needed.
Principle Investigator - That's wonderful! Sam again, those were the questions that I had for
community within this particular phase of the student journey. If there's anything else you'd like
to add or anything else you feel would be beneficial for me to know regarding community or
your time here at the Participating Institution, while you were pursuing your nursing degree.
Sam - It was an overall great experience. I know I’ve referred many people to the Participating
Institution or just the [MN State] system in general, even if it's something where they would get
their generals or something. It was just an overall good experience.
Principle Investigator - That's wonderful! Again, thank you so much, and just know that your
name will be changed to an agender acronym to protect your identity. Your candor has been
appreciated. Thank you so much…
Sam - …You Bet
Principle Investigator - …Sam! Thanks for your time and we'll be in touch!

